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DEVELOPMENT AND EFFECTIVENESS OF COMPETENCY BASED
TEACHER EDUCATION PROGRAMS TN EMERGING 1NSTITUTIONS

INTRODUCTION

The problems that are encountered by twentieth century soclety
require Institutions that can find solutions to those problems. Many
of the problems have had their roots traced to the inability of the
socicty to adapt to the conditions that appear to have engulfed modern
man. OUne of the principal problems facing men is the rise of technology.
Technology is increasing at an cver accelerating rate and the predic-
tions for this tvchnulug? seem to indicate that the development will
not cease. The technology creates change in the conditions of man and
appears to be altering not only life styles but to be permeating and
transforming the personalities of whole societies. As the technology
increases, sou does the impetus for change. [t is important that schools
and children learn to utilize the developments inherent in the technol-
ogy and to cope with the alterations in life styl«s and personality that
the technology dictates.

In addition to the technology, the knowledge explosion also con-
tinues to be a problem with which modern man must cope. Knowledge tends
to increase because of the technology and the increase in knowledge calls
for greater use of the technology. Modern man can expect that the knowl-
edge explosion will continue, and schools must learn to adapt to the
increasing accumulation of knowledge. Schools must teach children In
such a manner that they can utilize knowledge to their advantage and
not become fearful of that knowledge. Schools must find ways to assist

in dealing with the ever increasing amounts of knowledge. Continuing




reliance on a system that deals with memorization of facts that continue
to accumulate only serves to increcase man's alienation and his inability
to decal with the problems that he faces.

The rise of technology also is contributing to the accumulation of
vast urban areas that will continue to increase in size. The movement
of persons from rural areas to the urban arcas also contributes to the
alienatfon of the masses as well as confounding the efforts of the cities
to handle the problems associated with very rapid increases in size.

The decline of the inner cities is evidence of the continual move from
the inner city to the suburbs by those elements of the city that could
assist in providing resources, both financial and intellectual, in
alleviating the decline. The movement to the urban arcas has been con-
tinuing since the inception of the rise of technology and we can be sure
that the influx of persons to the cities will continue. Modern society
must Find ways of handling this influx and of assisting the cities in
finding solutions to the problems that the influx is causing.

The changes in society, l.e. the rise of technology, the knowledge
explosion, and increasing urbanization, call for changes in educatioa
in order that children may f{ind ways to adapt to the changes they are
presently facing as well as to the saltatory changes that the continual
increases will provide in the 1980's and beyond. Schools have been
notorious in their inability to adapt to changing conditions. It has
been said that innovations in schools take ahout fifty years to come
about. In a time of saltatory change, this type of lag, be it cultural
or otherwise, cannot be tolerated. Teachers must find ways to assist
children to handle the problems that they will face in the latter part

of this century and the first part of the next century. Continual
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E

reliance on the types of education that were accepted by our grandparents
is simply not acceptable today. Ways must be found to encourage schools
to innovate and to find ways that children can deal with the problems
that they will face. This calls for relevance in education with regard
to _hese problems listed above. Teachers must be made aware of the prob-
lems and with newer research efforts be shown how to adapt and innovate
in order that schools will not attempt to make every ch .ld the same by
using outdated devices and materials that are unrelated to the modern
world.,

While the technology has provided the world with problems, it has
also provided some of the solutions to those problems by providing new
approaches to thinking and problem solving that can be utilized by
teachers in providing ways of showing boys and girls how to cope with
those problems. These new approaches to thinking can be brought into
the educational framework of teachers so that they can begin to teach
as they are 'taught to teach," rather than teaching in the same manner
as they were taught years before. In order to accomplish this, it is
necessary that colleges and universities incorporate the newer approaches
in the education of teachers.

It has been because of the fuiiure of higher education to provide
teachers with the skills to assist children to.adapt to the problems
that higher education has come under criticism in recent years. B. O.
Smith, in speaking to the issues of repair, reform or revolution in
higher education says the following:

This work calls for change in education generally, and spe-
¢ifically, for changes in training persons to be teachers,

Q 3
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There is lcmewntably little rccognition of the crisis in
education. There is smugness where there should be con-
cern; complainirg "jams" the few voices urging true inno~
vation and change. The moderate and the mild control
the destiny of educatrlion. They have deluded themselves
Lthat blunted emotions signify maturity. They desire
change but the charige is only some modest tinkering.
They wish to repair the system by replacing worn-out
parts. In training teachers to work with the disadvan-
taged they may a.. a course or two, or bring to the
faculty a person who claims expertuess in this area. All
too often the instructional program reinforces the notion
of cultural deprivition and as such may be a negative
rather than o positive influence on the teacher.
Education is beyond repair! What is needed is radical
reform.  This reform is to include the nature of the
schooling process, the systems which control educational
policy, and the institutions which prepare persons to be
teachers.

It was concern with these prbblems and with other aspects of eduna—
tion that prompted the U. S. Office of Education to issue a call for
proposals in October 1967, for "Educational Specifications for a
Comprehensive Undergraduate aﬁd Inservice Teacher Education Program
for Elementary Teachers." Elementary was defined as preschool, primary
and intermediate ages. The projects were to utilize the systems anaiysis
approach in the development of the specifications and were to develop
alternate models for the implementation 6f the models; The institutions
which were to submit proposals must prepare at least 100 elementary
teachers a year. Eighty proposals were rececived and nine were selected
to be funded at the rate of one and one-halfl million dollars.2 The

project as conceivad by the U. S. Office of Education, was to be in three

lB. 0. Smith, et al., Teachers for the Real World (Washington: The
American Association of Colleges for Teacher Education, 1968), p. 9.

2A. John Stauffer and Therry N. Deal, "Preface," Journal of Re-
search and Development in Education, Number 3, Volume 2 (Spring, 1969,

Athens, Georgia).

O
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phases. Phase 1 was to be the development of the specifications, Phase

IT was to involve feasibility studies to determiﬁe the cost of the develop-
ment and implementation, and Phase IIl was to implement the specifications.
The nine schools that were selected to participate in FPhase I were Florida
State University, The University of Massachusetts, Michigan State Univer-
sity, The Northwest Regional Educational Laboratory, The University of
Pittsburgh, Syracuse University, The University ol Georgia, Teachers
College (Columbia University)}, and The Univefsjcf of Toledo. The Univer-
sity of Wisconsin submitted a proposal which was not funded and decided

to develop a model at their own expense. The University of Wisconsin

was Lo be includéd in Phase II.

The original specifications were completed in 1968 and became known
as "The Elementary Models." The second phase of the project was ini-
tiated which was to deal with the cost of the devclopmgnc'and implementa~
tion of the models. The feasibility studies were completed and the cost
was computed to be rather high. A later committee was established to pro-

ject the cost of these projects and the results were published by

Benjamin Rosner in The Power of Competency Based Teacher Education. The

costs as revealed in this book were as follows:

FIVE YEAR PROGRAM DEVELOPMENT PLAN3

(Dollars in Millions)

Program Planning and Coordination 1.5
Training Laboratories 75.0
Instructional Materials 19.0
Instruments 5.5
Career Development 13.0
TOTAL 114.0

3Benjamin Rosner, The Power of Competency Based Teacher Education
(Boston: Allyn and Bacon, 1972).
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Development of the Consortium
of Southcrn Colicpes

Shortly after the appearance of the original models, the U. S.
Office of Education was interested to see what would happen if some
small institutions with limited financial and human resources were pro-
vided the opportunity to study the models and encouraged to develop and
fmprove their teacher educatlion programs. Ten institutions were select-
ed from nine southern states. Each of the institutions had been de-
clared a "developing" institution by the U. S. Office and each institu-
tion had expressed an interest in improving its teacher education ]
program. The institutions banded together voluntarily to establish a
consortium in order that they might assist each other in the development
of performance based or competency based teacher education. Each insti-
tution voluntarily took some of the funds given to the school to estab-
lish a central office of the consortium and the group named itself The
Consortium of Southern Colleges for Teacher Tducation.

The evolution of the Conmsortium has been traced as follows:

The Consortium of Southern Colleges for Teacher Education

is a group of ten small colleges who have a mutual interest

in the development of model prototypes of performance-based

teacher education programs. These schools have an average

enrollment of less than 3,000 students and are predominantly

black. The interest of this group developed as a result of

an invitation to each school to engage in similar limited

research into the usability of all or parts of the U. S. 0.

E. Teacher Education Project, Phase I, Model Elementary

Programs. The initial study was carried out with a high

level of success during the 1969-1970 schooi year. Two

conferences involving the model builders, the teacher edu-

cation staffs of consortium members, U.S.0.E. personnel,

and other selected consultants and speakers highlighted

the year's study. Extended travel of on-site visits to

the schools directly associated with the model builders
during that year, gave added perspective and insight into

O
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the ptrobable usefulneas of ideas found in the model ele-

mentary programs, At the end of the year's atudy the ten

amitll achoonla deefded {n pool findings, elforta, ?robIOMn

Al aobt fena nd the Conaart bom came Toto boeing, ™

The achools in the Consortium were Clark College, Atlanta,

Georgia; Florida A & M Universlity, Tallahaasee, Florida; Jarvis
Chriatian College, Hawkina, Texas; Livingaton University, Livingston,
Alabama (Livingston withdrew from the Consortium in the fall of 1972);
North Carolina Central University, Durham, North Carolina; Norfolk

State College, Norfolk, Virginia; Shaw University, Raleigh, North
Carolina; South Carolina State College, Orangeburg, South Carolina;
Tennessee State Unfversity, Nashville, Tennessee; and Xavier University,
New Orlcans, Loulsiana. "hree other schools were added to the Consortium
fn the fall of 1972. ‘These schools were Pembroke State Universicy,
Pembroke North Carolina; Prairie View A & M College, Prairie View,
‘lexas; and The University of S¢ th Alabama, Mobile, Alabama (Associate
Member) .

The schools selected North Carolina Central University, Durham,
North Carolina as "Consortium Central," developed Bylaws (see Appendix A),
and selected an Executive Board of five members to assist in handling
Consortium affairs. The Executive Board was subject to the control of
the Board of Directors which consisted of the director of the project at

each institution. The Consortium has been functioning in the development

of competency based teacher education since its inception in 1969.

4C. James Dyer, ""The Consortium of Southern Colleges for Teacher
Education" (unpublished manuscript, North Carolina Central University,
Durham, North Carolina, 1972). Dr. Dyer was named the Director of the
Consortium and serves in that capacity today.




The Development of the NCERD Project

The Execut ive Board of the Conasort fum met in Atlanta, Georgla, in
the fall of 1971 and wrote the project, "Development and Effect{venoss
of Competency Based Teacher Bducation Programs (n Emerging Institutions.”
Dr. Norman Johnson, Chalrman of the Execut jve Board, was listed as
the Inftiator with Dr. ¢, James Dyer, Director of the Consortium, listed
as the Project bDivector. The proposal was submitted to the directors
of the Consort fum and was approved by ‘them for submigsion to Washington.
The doevelopment of the project utitized the definition of competency
based teacher education as it had been concefved in the original cle-

mentary models.,

Competency Based Teacher Education Defined
After the model builders had completed Phase [ of the original
clementary model project, they came together to begin to define compe-
tency based teacher education as the models commonality. The builders
had worked sceparately, following only the guides of the U, §. Office,
and had actually had very little contact with one another. After they
had completed the project, the common elements began to appear.
Conventional programs in teacher education rely on the study of
knowledges and theories which are presented to students in the form of
courses. Once the student has indicated that he has acquired the
knowledges and theories, he is enrolled in a brief practicum called
student teaching, and if he can demonstrate that he can place the
knowledges and theories into operation, he is certified to teach. Com-

petency based programs develop performance and consequence criteria in

addition to the knowledge criteria for teachers. Competency based
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teacher education programs do not decry knowledges, but they do place
emphaala on the performance of the teacher, vither {n afmulated siiua=-
tions with actual puplis, in teaching peers or in eclinfcal sttuations.
Further, competency based programs recognize the importance of the
product of the conseqience of the teacher's performance. The measure-
ment of the teacher's performance is, to some degree, the lecarning of
pupils ﬁn a consequence of that performance., As a result of this
rationale, competency based has the following point of view:

1. Rigorous c¢riteria for knowing, as well as systematic

specificatlon of what i3 to be known (knowledge),

must be a part of teacher educatlon.

2. Knowing and the ability to apply what is known (per-
formance) are two different matters.

3. The ability to attaln specified objectives with
learners (product) represents still another kind of
competency that will be required of teacher candi-
dates.

4, The criteria for assessing what a prospective teacher
can do (performance) should be as rigorous, as sys-
tematically derived, and as explicitly stated as the
criteria for assessing either what he knows (knowledge)
or what he can achieve in learners (product).

5. Assessments of knowledge, performance, and product
must be described and made systematically.

6. Only when a prospective teacher has the appropriate
knowledge, can perform in a stipulated manner, and
can produce anticipated results with learners, will
he meet competency based requirements.5
The key to cémpetency based education is the specification of
competencies. The model builders agree to some degree concerning those
elements which must apply to the specification of the competencies.
5Norman R. Dodl and H. Del Schalock, Competency Based Teacher

Education (Berkeley, California: McCutchan Publishing Corporation,
1973), pp. 46-47.




These common ¢lements have been summarized by Stanley Elam aa follows:

There now appears to be general agreement that a teacher
vduerat fon program {8 performance bansed i1t

1, Competencies (knowledge, skills, behaviors) to be
demonstrated by the student are derived from ox-
plicit conceptions of teacher roles, stated as to
make possible assessment of a stadent's behavior
v relatton to apectfic competencies, and made
public in advance.

2. Criteria to be cmployed In assessing competencies
are basced upon, and in harmony with, specified com-
petencies; explicit in stating expected levels of
mastery under specifiled conditions; and made public
In advance.

3. Assessment of the student's competency uses his
performance as the primary source of evidence;
takes into account evidence of the student's knowl-
edge relevant to planning for, analyzing, inter-
preting, or evaluating situations or behaviors; and
strives for objectivity.

4. The student's rate of progress through the program
is determined by demonstrated competency rather
than by time or course completion.

5. ‘the instructional program is intended to Facilitate

the development and evaluation of rhe student's
achievement of competencies specified.6

The establishment of the competencies 1s extremely important.
Because the competencies must be explicit behaviors, the Consortium
schools were encouraged to develop competencies at the 'performance"
level rather than at the knowledge level. In addition, since the
"role" of the teacher is so important, Consortium schools were
encouraged to think in terms of the roles of the teacher as facilitator

6Stanley Elam, A Resume of Performance Based Teacher Education:

What Is the State of the Art? (Washington, D.C.: The American Asso-
ciation of Colleges for Teacher Education, 1972), p. 4.
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of learning, Interacter, diagnoaticfan, and [nnovator

Once competene les are devineated wilizing the eriteria that
have been deseribed, the competencies must he operationalized. Cone
sortfum schools were encouraged to operationalfze the competencles by
stating them in sach a way as to specify the learner, to specify the
explicit behavior, to specify the conditions surrounding that behavior,
and to specify the criterion level for the performance. 1f the compe=-
tencies are specified in this manner, then the sub-competencies can be
delincated. (The model buflders utilized the terms '"competencices" and
"objectives" synonymously.8)

If the competencies are operationalized and the jub-competencies
have becn delinecated, then a systems approach is utilized in order to
arrive at the attainment of competency. The systems approach can be

diagrammed as folluws:9

[ lnpuﬁg}~—~—~> [—chratioagi}--*—J* i Output

1 |
Feedback l+ AAJ

Basic Systems Design

7'l'hese roles were established at Auburn University, Auburn, Alabama
as a portion of a Triple "T" project. The roles were studied carefully
and behaviors of the teacher were carefully delineated for each role.
Persons desiring further information may contact Dr. Kenneth Cadenhead,
College of Education, Auburn University, Auburn, Alabama.

8Charles E. Johnson and Gilbert F. Shearron, Competency Based
Teacher Education, "A Systems Approach to Program Design' (Berkeley,
California: McCutchan Publishing Corporation, 1973), p. 49.

9M. Vere DeVault, Competency Based Teacher Education (Berkeley,
California: McCutchan Publishing Corporation, 1973), p. 22,
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The output refera to the competenciea, the subscompetencies, or the
behaviora that the aystem is asuppoaed to achieve. The input refers to
the entry level behavior at any point in time in relation to the system,
The operatfon can be deacribed as the process that is utilized to move
from the input to the output. The feedback nysatem allows for cvalua-
tion procedures in order to ascertain whether the system has produced
the desired product, 11 the system has falled to reach the output
level, then that portion of the system which {g faulty can be redesigned
in order to reach the desired output.

In addition to the specification of compctencies and the use of
the systems approach to the attainment of competency, the elementary
models also Indicated that the competency based tceacher ceducation pro=
pram should have other characteristics. The mudels should have in-
dividunlizcd, selt=pacing and personalized fnstruction.  Teacher educa-
tion students muast experience this type of instructton In order to
supply the same types of instruction for elementary pupils. In addi-
tion, this type ol instruction would call for ficld orientation in
order that performances and conseque.ce criteria might be demonstrated
in the field. The system should provide for learning alternatives in
order that the program might be individualized and personalized. The
system should also utilize technology which provides several learning
alternatives. The approach for the education of teachers siould be
interdisciplinary and oriented to research. In addition, the model
builders indicated that exit requirements seemed to make more scensce than
entrance requirements. Teachers should be gauged on what they can do

after they have completed a program rather than on what they have
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vhen they entetr a program.

While the model buildeta did nnt sperify the type of delivery
ayatem which the above imply, they terommended that the delivery asyatem
that would provide all of the above elements would be the modular
approach, e module muat have a behavioral objective, atate the pre-
requisites for the modnle (if there arte any), eatabliah the rationale
for the module, delincate the preassessment, describe the leatning
alternatives, and provide a postassessment inattument. This modular
approach, using the system which has been deacribed, would provide the
elements which the buflders deemed necessary to the systems approach,

In order to implement the modular approach to the attainment of
competencies, it would be necessary to design management systems f{or
each stage of design, development, implementation, and evaluation
which would {nclude, among others, faculty development programs, ro-
seoarch, financial cost accounting, the development of learning conters,
clinical experiences and administration. The approach would have to be
multi~institutional and include public school personnel, educational
associations, state departments of public instruction, {ndustry,
government agencies, consortia of colleges, and the communiticus.

The Consortium of Southern Colleges accepted the elements of com-
petency based teacher cducation and subscribed to developing, with
minor modifications, the delineation of competencics, the systems ap-
proach, the modular approach to the attainment of competencles, and the
elements of the systems approach. It was with this groundwork that the
project to NCERD wa: itten and with this definition of competency

based teacher education in mind.

13




Preliminary Procedures for Ini-
tiating the NCERD Project

The research project, "Development and Effectlveness of Compe-
tency Based Teacher Education Programs in Emerging Institutions' was
funded by the National Center for Educational Research and Development
effective January, 1972, The project had the following objectives:

1. To develop exportable prototypes of competency-based

teacher education programs at each Consortium School
suitable for small colleges and universities through-
out the United States with limited human and financial
resources. Attending sub-systems models will be
developed along with the curriculum model.
ixamples of such prototypes will include:
(a) functioning models of management systems for
competency-based teacher education programs
in small colleges and universities with limited
resources;
(b) functioning faculty development programs for
the implementation of competency based teacher
education programs in small colleges and uni-
versities with limited resources;
(c¢) functioning community involvement sub-systems
for competency based teacher education model
programs especially adapted to small colleges
and universities with limited resources.

2. To assess the effectiveness of specific, innovative components

14
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of the competency based programs which are operational
at each Consortium School.

3. To construct a strong intérdependent and interactive
teacher education program development body (consortium)
as a model for other small, emerging institutions of
higher education. This body will establish a central
office to include a repository and dissemination center
for competency based program materials, modules, manage-
ment schemes, and other related materials from Consortium
Schools.

This center would be coordinated with other innova-
tive agencies involved in elementary education such as
AACTE, ERIC, and national research and development, centers.
This liaison would render central and vital service to
the development of programs at member schools. AACTE and
ERIC, as well as research and development center activi-
ties, arc developing materials and providing information
which can be used directly by the member institutions
and assist immeasurably in idea stimulation which greatly
reduces module development time. Information on commer-
cial materials from educational industry will also be
coordinated through this center. Protocol and training
materials will be a primary element for dissemination
from this center.

Chart I on the following page illustrates the de-

sired organizational relationships to be developed.

1 15
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Such relationships between Consortium Central and mem~
ber schools and the flow of information and materials
from agencies noted appears to be critical to eco-
nomical, efficient program devel%pment.

To develop a Consortium informative dissemination

and consultant service to assist other colleges and
universitics interested in competency based teacher
education programs.

To develop fun. tional demonstration units for

serving Consortium members and available in a

limited degree to other educational agencies and
training complexes throughout the United States.
Demonstration units such as learning laboratories

for individualized instruction, simulation labora-
tories, and human relations laboratories will be
prioritics. These demonstration units will be
especially uselful to, and could be developed in
cooperation with, other programs such as urban

deve lopment programs, Teacher Corps, New Carcers,

and Career Opportunities Programs. These projects
have programmatic interests in commcn with the current
Consortium efforts and objectives.

To assess thé feasibility of student and faculty
exchange among Consortium colleges in cases where
éach schocl has developed special strengths in

competency based education. For example, if

17
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NCCU has special strengths in human relations the
faculty members from NCCU may go to Norfolk State
College to assist its faculty io establishing a

strong human relations training program.

Preliminary work on the proposal was begun in Consortium meetings [rom
January through May, 1972. During these‘meetings it was decided that
project plans for the design, development, and implementation of
competency based teacher education at Consortium schools could proceed
with the present directors of the project at each school delineating
plans relative to meeting some of the goals of the NCERD Project.
(See Appendix B - Exemplary Site Programs.) The activities of Con-
sortium Central were reviewed by the project directors in order to
further assist Consortium schools as they moved to implement the con-
cept of competency based teacher education. In addition, demonstration
sites were sclected, certain components were assigned to certain
schools who volunteered to develop demonstration sites, and each of
the Consortium schools agreed to continue with the development of
modules in order that the project ;ould proceed once full-time personnel
were employed. |

Full-time personnel were employed effective May 31, 1972. During
the month of May the team, consisting of Dr. Howard Fortney as Prbject
Director, Dr. Freda Judge as Program Specialist, and Dr. Erby Fischer
as a Temporary Research Assistant relocated from Livingston University
at the University of South Alabama.

During this initial project time, the Consortium schools proceeded

with the development of programs of competency based teacher education.

18
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‘The original Consortium was expanded to include Pembroke State Univer-

sity in Pembroke, North Carolina; and Prairie View Agricultural and

Mechanical College at Prairie View, Texas. The Univefsity of South
Alabamn was provided Associafe Membership in the Consortium. These
twelve schools became the Consortium of Southern Colleges for Teacher
Education for purposes of fulfilling project requirements,

The rescarch team, relocated at the University of Suuth~A1ubaﬁa,
called as a consultant Dr. Donald Cruickshank, Prosidenf ofrwncelock
Cnildnv, Boston, Massachusetts. (Dr. Cruickshank has sincc returned
to Ohio State University.)

With the assistance of Dr. Cruickshank, the reseafch team studied
the project proposal for two days and delineated four specific areas
which would have to be investigated’by the project to meet the objec-
tives in the proéosal. Thé project areas of investigation were:

(1) to design, develop, iﬁplement apd evaluate cqmpetency,based teacher
cducation programs at Consortiuam schools, (2) to design, develop, im-

plement and evaluate improved Consortium organizal ion and services,

(3) to develop sclectued program sites for demonstration to Consortium

members and limited others (These components have previously been

delineated by the Consortium schools as 1earﬁing laboratories, human
relations laboratories and portail schools.), and (4) to'compare modular
traine& teacher education students with traditionally trained teacher
education students.

The research team realized that they knew very little about the
Consortium schools, relative to administrative or program‘structure,

physical faﬁilities, resources, ctc., although they had attended

19
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Consortium meetings over a period of several years. As the team began
to work with the Consortium schools in the first area of project In-
vestigation, It was determined that in order to approach the project
objectively, data would flrat have to be gathered from Consortium
schools relative to the level of development of competency based pro-
grams In teacher education at each school. The team began by visiting
schools within the Consortium so that they could begin to analyze the
problems that the schools would be facing as well as identify the
level of development of programs at each school. Schools that were
vigsited in this initial stage were Florida A & M University, Xavier
University and North Carolina Central University.

As each of the original Consortium schools had been working on
the development of the program for three years, and had developed an
approach to CBTE that was indigenous to that institution, any plan for
the initfation of the project objectives would have to be cognizant
of the varying levels and program approaches of cach school. To aid
in the identification of the stages of program development at each
Consortium school, the research team decided to use a modification of

the schema presented by Cruickshank in the Jcurnal for Teacher Educa-

tion. This schema can be conceptualized as follows:10

———. et = et

10Donald R. Cruickshank, "Conceptualizing a Process for Teacher
Education Curriculum Development," Journal for Teacher Education,
XXII (Spring, 1971), 74,
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The originat Cruickshank schema was adapted by the research

team as tollows:

Adaptation of the Crulckshank Schema
for the NCERD Project

L S

\Neod\ ){lmsignj*d) Development -5 ‘Implemontatlon > Evaluation[

N e b

..unlty Faculty
Deve lopment Deve lopment:

Faculty Faculty
Development | Development

This design for Competency Based Teacher Education Program develop-

ment can be explained as follows: FRach institution delineated its need

A

in terms of where it was In the schema and how it wished to proceed.

mie

Once the need had been deliﬁeated, the institution designed a program
which would be in response to the needs peculiar to that institution.
The development stage was planned in terms of both the need and the
design. Usually the development stage included the development of com-
petencies, the plans for the development of modules to attain the com-
petencies, and the establishment of dates to help monitor program devel-
opment. The implementation stage usually included plans for the initia-
tion of pilot programs which, if successful, would begin to supplant the
traditional program in teacher education. The evaluation of the

program is both formative and summative and evaluates both process
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and product. Faculty development refers to the need for continual
faculty favolvement in planning and fmplementation of the program.
Because the research |s developmental and concerned with both
formative and summative evaluation, it was decided to incorporate the
CIPP Process (Context Evaluation, Input Evaluation, Process Evaluation,
and Product Evaluation) as a strategy for evaluating the components of
Cruickshank's schema. The CIPP Evaluation Model is clarified by

Stufflebeam as follows:

The CIPP Model defines evaluation as the process of
delineating, obtaining, and providing useful information
for judging decision alternatives. This definition contains
three important points: First, evaluation is a systematic,
continuing process; second, the evaluation process includes
three basic steps: the delineating of questions to be
answered and information to be obtained, the obtaining of
relevant information, and the providing of information to
decision makers for their use to make decisions and thereby
to improve ongoing programs; and, third, evaluation serves
decision making.

Since evaluation should serve decision making, the
decisions to be served must be known. Four kinds of deci-
sions are specified by the CIPP Model. Planning decisions
determine objectives. Structuring decisions project pro-
cedural designs for achieving objectives. Decisions in
executing chosen designs are implementing decisions, and
recycling decisions determine whether to continue, termi-
nate, or modify a project.

These decision types are served by four types of evalua-
tion. Context evaluation provides information about needs,
proble.'s, and opportunities in order to identify objectives.
Input evaluation provides information about the strengths
and weaknesses of alternative strategies for achieving
given objectives. Process evaluation provides information
about the strengths and weaknesses of a strategy during
implementation so that either the strategy or its imple-
mentation might be strengthened. Product evaluation pro-
vides information for determining whether objectives are
being achieved and whether the procedure employed to achieve
them should be continued, modified, or terminated. Basically,
the CIPP Model answers four questions: What objectives
should be accomplished? What procedures should be followed?
Are the procedures working properly? And, are the objectives

23
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being achieved? (More detailed descriptions of the CIPP
Model are referenced at the end of this article).11

Each component (need, design, development, implementation and evalua-
tion) can be evaluated individually in order to see if the objectives
of that component arc being reached. 1[ the component objective is
not being rcached, then the objective can be analyzed and redirected
in terms of the problems inherent in the component. Thus each insti-
tution will have 1ts own individual program evaluated in terms of its
need, its design, its development, its implementation and its evalua-

tion.

11Daniel L. Stufflebeam, "The Relevance of thw CIPP Evaluation
Model for Educational Accountability,' Journal of Research and Develop-
ment in Education, Volume 5 (Fall, 1971), pp. 19-25.
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CHAPTER ONE
GOAL 1
To Design, Develop, Tmplement, and Evaluate Compelency
Based Tcacher Education Programs at Consortium Schools.
Goal T was designed utilizing Cruickshank's schema which has becen

modified as follows:

_ b e
Necd l [Desig&] : [ Development Implementation [Lvuluation

Faculty
Development

Faculty Faculty Faculty
Development Development Development

Preliminary analysis seemed to indicate that under each stage ques-
tions could be formulated that would permit each institution to lay the
groundwork for further program development. Under the NEED Stage, the
following questions were designed for a developing Competency Based
Teacher Education Program:

1. what do "we" (the institution) mean by competency based
teacher education?

2. What is the advantage of a Competency Based Teacher
Education Program?

3. Will we utilize only the essential eclements as listed
by AACTE or will we consider adding related elements

which we feel are important?

4. Who should be involved in the development of competency
based teacher education? At what level? When? How?

25




5. What form ol change is most 1ikely to bring about
optimum results?

6. How can training needs be identified?
7. How can these training needs be assigned priority?
Under the DESIGN stage, the following questions can be asked:

1. What approach for developing CBTE will be used at
your institution? (Selection, development, adaption,
combination of programs, competencies and/or modules.)
Appendix B,

2. What are the time objectives?

The following questions could be asked at the DEVELOPMENT stage:

1. What program format will be used?
—--convert present courses
-~utilize available listings of competencies
--analyze teaching act and develop list of com-
petencies from this
--develop totally new program based on research
and authoritative sources.
Who decides on the program format?
Who develops the format?
Who decides who develops the format?
How is the format developed?
What are the support systems that are avallable or
may be needed as the program is developed?

SN

At the IMPLEMENTATION stage, the following questions can be asked:

. What is the faculty readiness to implement CBTE?

Who has defined goals and responsibilities under CBTE?
What are the goals and responsibilities?

What are the facilities to be used?

. What is the operational level of the support systems?

(S R B UUR LN
.

The following questions are asked under EVALUATION:

1. What approvals are needed for CBTE?

2. Who gives approval for CBTE?

3. When is approval given? At what levels is approval
given (the departmental level, the college level, the
university level, the regional level, the state level)

4. How has each component of CBTE been "de-bugged"?

As the research team has worked with the Consortium schools, most

of the schools have indicated that there was a real need for continuing
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faculty development conferences, particularly with regard to an overview
of competency based teacher education, the development and writing of
competencies, and the development of modules leading to the attainment
of the competencics. While many of the schools have been working for
several years in the development of competency based teacher education,
the attempts have been with a small core of faculty, particularly in
ulemcﬁz;ry or in secondary educatlon. As 4 result, the competency based
program has involved a relatively few faculty members and teachers and
the schools are anxious to increase the number of faculty that are par-
ticipating in the development and implementation of CBTE programs. One
of the first requests that the research team has received from schools
has been to come to the various campuses and to conduct faculty develop-
ment conferences. 1In this manner, the faculties become apprised of what
is involved i{n CBTE and develop, cooperatively with the consultants, the
strategics for change in the program.

Thirty faculty development conferences werc held by team members
at Prairle View Agricultural and Mechanical College, Jarvis Christian
College, Pembroke State University, South Carolina State College, the
University of South Alabama, Tennessce State University, Xavier Univer-
sity, and Shaw University.

During the initial phase of a faculty development conference ap-
proximately one hour was spent providing the faculty with a slide and
tape presentation that was compiled by the original model! builders and
to which they subscribed as a group, relative to their definition of
competency based teacher education (Competency BRased Teacher Education:

An Overview--Center for the Study of Teaching, Syracuse University).
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Following this preaentation, the faculty then engaged in a discusafon

of those aspects which they felt were most appropriate for immediate
priority, and then those activities which they felt should have lenaser
priority. With some schools, a modified Q=Sort technique was utflized
to assign relative priorities to implied, telated and desirable elements
of a competency based teacher education program (Appendin C).

Becaune of the faculty concern for the deriving of competencies,
the resecarch team included a program in the construction of ccoopetencies.
Two ampects were discussaed. First, the literature that was published by
The American Assocfation of Colleges for Teacher Education was diacunsed.

The esscential elements are described as follows:

1. Competencies (knowledge, skillm, behaviors) to be demon-

strated by the mtudent are derfived from explicit concep=
tions of teacher roles, stated am to make pomnible
anscasment of a smtudent's behavior in relatfion to ape-
ci{fic competencien, and made public in advance.

2. Criterta to be employed In assenaing competencies ate
based upon, and In harmony with, speciffied competencics;
explicit in ntating expected levela of mantery undet
apecified conditionm; and made public In advance,

3. Asscssment of the student'as com-etency usea hia per=
formance as the primary source of evidetice; takea {nto
account evidence of the atudent's knowledge relevant
to planning for, analyring, interpteting, of evaluating
af{tuations or behaviors; and atrives for objectivity,

4, The student’s rate of progreas thfough the progfam Ia

dotermined by demonstrated competency father (han by
time of course completion,

5. The inatructional program ia intended to factiitate
the development and evalustion of the atudent's achicves
ment of competencies apectffed,

The reaearch team alrouses that competenciea ahould be atated In

torms of performancea which (he teacher will demonatfate 3In eithet a

aimulated or actual classroom setiing and that the competency will he
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assessed in terms of the stated prodﬁct. For example, for a preservice
teacher who is demonstrating a performance as a teacher aide, the prod-
uct may be the operation of a machine. In a later stage of the program,
when the preservice teacher may be functioning as a tutor or assistant
teacher, the product would be the learning of the pupils brought about
by the teacher's use of the machine.- The reason the team stresses the
product of the teaching act in the delineation of competencies is that
many of the competency based programs, particularly those which begin
to modularize courses, end.up with knowledge criteria exclusively, which
could conceivably lead.to a teacher education program.that is simply
programmed learning.

Secondly, the team stresses the A B C D's of competency writing.
That is, the competencies should include the audience, the behavior,
the conditions surrounding that behavior, and the degree that is speci-
fied, all of which is made public and explicit to the student. '

Another aspect that the research team stresses is that the compe-
tency has implicit in it the role of the teacher. The team utilizes
the work of the TTT Project Auburﬁ University, Auburn, Alabama, as an
example in which the four major roles of the teacher in individualized
learning programs are delineated. These roles are as facilitator of
learning, interactor, diagnostician, and innovator. Utilization of
these roles in the specification of competencies insures that the pro-
gram does not become "locked into'" the conventional classroom setting
and that the teacher is not a purveyor of knowledge.

Once the faculty has been briefed on the above items in competency
writing, they begin to write competencies and then, applying the above
criteria, to analyze these competencies in terms of objectivity,
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specificity, explicitness. As they proceed through this process, they
begin to improve their writing of competencies. The team is very careful
to assume the role of consultant and to gradually assume'as non-directive
a role as possible as the faculty learns to assess their competencies.
Another method of honing up competencies is to give the compétency.to
college students and to let them analyze the competency in terms'of the
criteria. Several institutions have found this method to be quite
valuable.

As the faculties proceed with their plans for the development of
competencies, the research team suggests that there are several ways
in which competencies can be derived. This iist is not intended to be
exhaustive:

1. One procedure would involve conversion of present,
traditional or conventional courses to competencies.

2, The institution could utilize available lists of
prepared competencies and then develop their program
using these competencies as a guide.

3. Another approach would involve defining pupil learning
and then defining needed competencies in terms of teacher
skills needed to facilitate pupil learning in public
schools.

4, The faculty could analyze teaching behaviors and
develop the needed competencies from the analyzation
of these behaviors.

5. A faculty could construct a totally new program based
on research and authoritative sources.

Nearly all of the Consortium schools which have been visited have
utilized the first alternative initially and followed with a combina-
tion of several other alternatives. Nearly all of the schools have
requested that they would like to have iists of developed competencies

as references as they proceed with the development of their programs.
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Most of the schools utilize the guidelines developed by the Asso-
ciation of Teacher Lducators lor the development of clinical cxperiences.
This publication suggests that the clinical experiences follow a sequen-
tial assumption of responsibility by the teacher education student. They
do suggest that there be a program for "assisting teacher' and "associate
teacher." Since some of the schools already have programs of early
experiences with children and wish to keep this within the program as
the beginning clinical experiences, they plan to utilize the following
pattern of assumption of responsibilities in a desire to begin to learn
to teach on a "one to one" basis and then sequencing program components.

Teacher Aide
Tutor
Ascisting Teacher
‘Associate Teacher

Institutional Committees are appointed to begin to develop compo-
nents using this design. Other committees are at work developing the
competencies within the present (ourse structure. At a later time, the
competencies developed within the course sitructure are passed on to the
committee working on the seanential assumption of responsibility and
then the competencies are streamed for the program.

6nce the plan for the development of competencies is completed the
next step is to discuss the construction of modules in order to arrive
at the competencies. Séhools within the Consortium of Southern Colleges
for Teacher Education have developed a format for the é;;eiopmént éffwn
modules which is intended to be a guide to the schools and to facilitate
possible transportability. Schools may choose to have more than thesc
basic elements in the modules. This modular format is as follows:

1. Title. By this we mean that the module can be classified

in some fashion to indicate what compoment to which it

o o3
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belongs.. For example, it may belong in language arts,
human relations, etc. In some cases schools have
developed methods of classifying modules according to
computer technology.

2. Behavioral Objective. The behavioral objective which
is written for the module must contain the A's, B's,
C's and D's that are inherent in behavior, the condi-
tions surrounding the behavior, and finally, the degree
of behavior, all of whi:h are explicit and public.

3. Rationale. The purpose of the rationale is to explain
the module in terms of the act of teaching and the
learning of pupils.

4. Pre~assessment. There is a pre—-assessment associated
with every module that should be diagnostic in nature.
This provides information as to the students' profi-
ciency in this area and for the possible need for branch~
ing. The pre~assessment is not confined to 'strictly
paper and pencil performances of the student.

5. Learning Alternatives. The term "alternatives" is uti-
lized instead of the tcrm "experience" because the stu-
dent always has a choice of activities which are better
suited for a variety of learning styles. The alternatives
usually include: (1) a -learning package designed by the
professor; (2) commercial materials designed to attain
the behavioral objective; (3) the student's own free choice
of materials. The student is not forced to utilize the
program that has been provided.

6. Post-assessment. The post—assessment instrument checks
the student on his behavior after he has passed through
the module. Students that have reached the criterion
level pass on to the next sequence in the modular stream.
Students who fail the post~assessment must be recycled
through other learning alternatives.

7. Resources. Each module must contain a listing of the
resources required in the module to enable the student
to selrct the most appropriate resource [or his need.
This listing assists administration in planning for the
implementation of the program. The resource section can
also give administration some idea relative to the sup-
port services that the modular system will require.

Once the procedure for the development and impliementation of both
competencies and modules is completed, there are questions that must

be answered such as:
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. Will the program utilf{ze portal schovls 8o that faculty
can check the competenclies of college students in the
field?

2. Do they have under design and development plans for a
learning vcenter? By a learnfing center I8 meant a center
i which there s hardware, apace for the storage and
capability for the creat lon of goftware, a proview room,
atudy carrels, video teaching studlos, curriculum labora-
tortea, homan retat lons faboratories, and a currfculum
resonree conter,  Management systems will have to be de-
signed In order to make the center operatfonal,

J. What will be the function of the college professor in
such a program (differentliated professor roles, clinfcal
professor, ote,)?

4. What type of system will be used In advising students
relative to a competency based teacher cducation program?

9. Will there be established a system of tutorials?
6. What types of system will be utilized in order to track
students as they proceed through the program? Will [t
be a computerized system or a moanual operation?
tnee the quest tons above had been answered, then, according to the
wishes and plans ot the faculty, various committees were designated in
order to begin to work at whatever level the school was in terms of neced,
design, development or Implementation, Usually at least four committecs

were designed to manage the program, A typical delineation of the com-

mitteos with their responsibilities is presented below:

COMPETENCY BASED TEACHER EDUCATION COMMITTEE

Responsibilities

1. To recommend, through proper channels, the structure
and curriculum revisinn necessary for implementation
of CBTE.

2. To serve as a clearinghouse for information on compe-
tencies and plans for CBTE.

3. To develop new committees as needed to facilitate CBTE,
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To establish an inservice education program for college
faculty.

To develop plans for administration of CBTE,

To receive and accept competencies from the Inter-~
departmental Levels Committee.

To evajuatc competencies for proper design.

To ecstablish exit requirements and research procedures
to validate competencies.

[INTERDEPARTMENTAL LEVELS COMMITTEE

Responsibilities

To write job descriptions and responsibilities at each
level (aide, tutor, assistant teacher, associate
teacher).

To define and classify competencies by levels.

To request that department chairmen have faculty mem-
bers write modules as needed.

To recommend competencies to Competency Based Teacher
Education Committee.

To ¢stablish a coalition of publié school personnel to
assist in the development of competencies.

To set up a records system to monitor competencies
(might be computerized).

LEARNING CENTER COMMITTEE

Responsibilities

To acquaint faculty with all learning resources that
will be available to students in CBTE.

To plan for use of the center--personnel, maintenance,
operational procedures.

To plan the development of the center in harmony with
CBTE needs.

To locate learning resources and order materials needed
to update the center.
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CLINICAL EXPERIENCE COMMITTEE
Responsibillitices

. To identify centers amenable to CBTE and seek their
cooperat ion.

2. To establish inservice education for cooperating schools
in the programs. To define and develop individualized
instruction in cooperating schools.

3. "o plan delivery capability for CBTE~-to avoid "over-
loading" in field sites.

4. To plan for Portal School personnel needs and guide
assessment of personnel for suitability for CBTE.

5. To establish cooperative procedures for the assessment
of competencies of teacher education students.

Communication betwecen the committees was established by having the
chairman of each committee serve on the Competency Based Teacher Education
Committee, The committees were designed in such a manner as to have the
Competency Based Teacher Education Committee hold the major responsi-
bitity for the total designing, developing, and implementing of the pro-
gram. The diagram bhelow indicates the relationships of the committces.

Committee Relationships for the Design, Development,
and [mp]ementation of Competency Based Teacher Education

f
: Interdepartmental Learning
Levels Competency Center
Committee Based Teachar Committee

Education
Committee

4

Clinical
Experience
Committee

Once the committees were established and in operation, then the

committees began to develop a tentative schedule for the design, develop-

[PS)
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ment, and implementation. A typical schedule is provided on the next
page.

This system provides a [ramework lor discrepancy analysis for the
rescarch team as they begin to apply the CIPP Model in working with
project directors.

The research team made at least two visits to each institution during
the year. The initial visit was to make preparation for the research
project as has been described. Each school received a final visit in which
the progress of'the year was evaluated. During the interim period between
the initial and final visits, the research team placed themselves at the
disposal of the individual directors at each institution, providing
assistance to the institution when the invitation was extended. Every

invitation by each institution was responded to by the research team.

PRESENTATION AND ANALYSIS OF DATA

The reseérch team provided individual schools with 121 visits. This
amounted to 321 faculty days (number of research team on the visit times
the number of days). The research team traveled a total of 75,000 miles
while visiting the schools and engaging in technical assistance activities
and dissemination activities for the Consortium. Primary efforts of the
research team were directed toward faculty development programs, conduct-
ing large and small groups in defining and understanding competency based
teacher education. Much work was also done in conjunction with individ-
ual faculty members who had developed competencies and who had written
modules and wanted assistance in evaluating and improving their compe-
tencies and modules. (See Appendix E.)

The reports on the schools within the Consortium are provided on

the following pages.
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PEMBROKE STATE UNIVERSITY
Pembroke, North Carolina

Project Dircctor = Dr. Janie Britt Silver

Pembroke State University is located on forty-seven acres in
Robeson County in ;outheastcrn North Carolina. The institution has
approximately 2,000 students and 117 faculty members. Approximately
507 of all graduates of the institution receive certification for teach-
ing. The institution prepared about 250 teachers in 1972. The insti~
tution is state supported and under the jurisdiction of the North
Carolina University System. The school has an interesting history in
that it had the name 'Indian Normal School of Robeson County'" until
1940 at which time the name was changed to Pembroke State College for
Indians.”" Until 1945 only Robeson County Indians were eligibte for
admission. 1In 1954 the school was opened to qualified applicants
without regavrd to race, religion, or national origin. The student popu-
lation in 1972 was approximately one~third white, one~third black, and
one-third Indian. The name of the ;chool was changed to Pembroke
State University in 1969 and the school was granted regional university

status.

Description of Project

Pembroke adopted the following objectives for 1972-1973:
1. To design, develop, implement and evaluate competencies

and modules in professional education for student
teachers in the fall and spring semesters.
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2. To begin field testing a pilot program in CBTE in
the fall of 1972 with student teachers.

3. To develop a management system for CBTE for testing
in the fall of 1972.

4., To engage In a faculty development program in the
liberal arts section of the university in CBTE.

5. 'Po design a system for delineation of competencies,
a system of sequential assumption of responsibility
for teacher education majors, and to begin develop-
ment of modules in the liberal arts sections of the
universgity in general education, specialization, and
general secondary education.

6. To design a total system for the eventual implementa-

tion of CBTE at the university and to design the neces~
sary support systems.

7. To plan for a total conversion to CBTE by 1978.

The design of the Pembroke State University Project included exten-
sive faculty development programs in CBTE in the Department of Teacher
Education. Once the faculty in this division was familiar with CBTE
and had learned to design competencies and modules, then the university
was to engage in an extensive faculty development program in the approxi-

mately twenty departments comprising the rest of the university. The

design of the total program is presented below:

Experience Levels
For
The Teacher Education Program
at
Pembroke State University
Pembroke, North Carolina

Career or Continuing Teacher

(Tenured--after three years of successful teaching ex-
perience and upon action of public school officials)

Probationary Teacher

(for first three years--regular teaching duties, employed in a
public school with regular salary for a beginning teacher)

’
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(Public School Classroom--recommended for certification
by the University upon completion of successful student
teaching experience)

Tutor

(Public School Classroom--one-to-i maximum of three
pupils in a controlled Instructlional setting)

Teacher Aide
(Public School Classroom--non-instructional duties only)

Pre-Service Teacher Education Applicant

The program design would affect both elementary and secondary
education. Students would proceed with a sequential assumption of

teaching responsibility until they completed the enlire program.

Procedures Developed

The University made extensive use of the research team in faculty
development conferences in general CBTE and in working with small groups
and individuals in identifying competencies and writing and evaluating
modules leading to the attainment of competency. The research team made
nine visits to the univofsity and provided forty-five days of consultant
time to the university.

Pembroke became a member of the Scuthern Consortium in the summer
of 1972 and, at an initial faculty conference, made plans for the devel-
opment of CB1E at Pembroke. The steps designed were to begin with cur-
riculum study, develop and/or identify cgmpctcncies, and to write
modules. The plar adopted was to begin with the student teaching block

and develop competencies for this block. The faculty decided to modify

o 40
ERIC

IToxt Provided by ERI



beginning courses for clementary and secondary majors and to develop
competencles at the teacher alde and tutor levels, In this way compe-
Lencles would begin to emerge at all tevels, workling both up and down
the schema provided above.

The faculty set a date of August 23rd to modify three courses in
the student teaching block (Methods, Foundations, and Student Teaching)
to have modularized by September 30th. The competencies were to be
modularized and tested by student teachers in the fall semester. During
the second semester, competencies were to he written at the teacher
aide and tutor levels. A management system was to be implemented for
the program for the fall of 1972, Faculty development work fn depart-
ments other than teacher education was to begin {n the fatl of 1972 and
to continue in the spring of 1973, Competencics and modules were to bhe
developed in these departments in general education and in the arecas of
specialization,

To oversec the development of competencies, the development of
support systems in a learning center, and to coordinate the development
of the clinical experiences needed throughout the university, five com-
mittees were established. They were named the Competencies Committee,
the Resources Center Committee, the Portal Schools Committeec, the Inter-
department Levels Committee and the Exit Criteria Committee. Functions
and duties of these committees were established in relation to the

development of CBTE.

Discrepancy Analysis

Pembroke had completed approximately 100 modules by September 30,

1972, and tested these with students in the fall semester. A manunl
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management system was devised by the fall semester and the students were
tracked through the modules on chu}ts kepl in the ufffug of the Chalrmm
of the Depnrtmvﬁt QF Fdacation. The Tacully developmenl program was
imitiated In Lhe other departments of the university and these faculty
members began to write competencies and modules in their departments.

The faculty also engaged in seminars relative to evaluating and improving
their competencies and modules. A committee structure was designated to
oversee the development and implementation of CBTE at the university and
the duties of the committees were formulated. .Committees have also been
designated'to formulate competencies and modules for the teacher aide

and tutor levels in the overall p;ogram. As of May, 1973, task analyses
of the aide and tutor levels have produced twenty-two compcteucieé and
modules are under development in these areas. In May, 1973 approximately

150 modules had been developed throughout the total university.

Expediting Facggrs/?roblems Encountered

Several factors were prevalent to assist the university in its
development of CBTE. The administrative support for.the program was
evident from the beginning. The Vice-President for Academic Affairs and
Dean of tﬁe Fgculty was present at the initial conference as well as
other administrative officials. The Dean gave constant support for the
program through conferences with the research team as they worked with
the faculty. The Head of the Department of Education worked closely
with the project director and the faculty in the Depaftment of Education.
In addition, the smallness of the univérsity created ample opportunity
for communication with the various segments of the faculty. The faculty

is highly professional and was motivated in attempting to lmprove their
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educationél program. The State of North Carolina, through the State
Department of Public Instruction, has mandated the adoption of compe-
tency based teacher education by 1978.

Problems encountered by the university included insufficient funds
to buy commercial materials for the modules, lack of funds to establish
necessary services in the learning center, lack of funds for buying the
media (software and hardware) necessary for the Implementation of the
program. Inasmuch as the school systems in which clinical experiences
were held tend to be traditional, the competencies that the university
students acquired tended to be conventional competencies. The develop-
ment of portal schools should assist in alleviating this problem. An
additional problem rests with the fact that the university structure,
particularly in the social sciences department is conventional, i.e.
the departments of geography, political science, history, sociology,
ctc., and that these departments must develop competencies for social
studies teachers which must be interdisciplinary. This will necessitate
the formulation of interdisciplinary committees which cut across depart-

mental structure.

Evaluation
Pembroke State University met or exceeded every objective which
was set for the grant period. The establishment of a continuing group
of committees to continue the progress toward CBTE would seem to indicate
that the progress achieved by the university will continue. The uni-
versity has been asked to participate in several conferences in North
Carclina to present their program and to assist other schools in the

state as they attempt to mect the state mandate for adoption of CBTE by
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1978, The university would receive tremendous assistance if funds were
found which would allow them to make purchases necessary to their pro-
gram. The university wrote a federal project to the Bureau of Indian
Affairs, which, il funded, could assist the program tremendously. 1In
addition, the university has been active in research this year in the
development of CBTE, Two research projects are underway to test the
validity of CBTE. One, a dissertation in elementary physiéal education,
is providing tremendous assistance to the faculty. Another research
project is related to social studies which provided the universitf with
some very small assistance in their program. The university has re-
quested that they be permitted to field test materials in conjunction
with the Educational Testing Service as ETS develops a Competency Based

National Teachers Examination.

Projections

Pembroke State University has made tremendous stfides in the devel-
opment of CBTE during this grant period. Tt is believéd that this prog-
gress will continue so that the university can mcet the mandate of the
stéte department and have CBTE in operation by 1978. The faculty will
continue to develop competencies and modules at all levels. These
modules will be evaluated and rewritten. Management Systems will con-
tinue to be improved and support systems designed. The university will
continue to search for funds which can give assistance to the develop-

ment and implementation of the program.
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SOUTH CAROLINA STATT. COLLEGE
Otangeburg, South Catolina

Project Director = Dr. AMba Lowia

Deacription of Institution
South Carolina State College Is a atate supported Institution with
an entollment of approximately 3,400 students entolled in undergraduate
and graduate level work, The campus is located on 125 actes of land in
Orangeburg, South Carolina, forty miles eant of the state capital at
Columbia. There are approximately 15 faculty members in the School of

Fducat ion.

......

In the fall of 1972, the project ditector, farulty and rewearch
team oenher had identif1ed the following objertives ta be accomplinhed
during the 1972-1973 acadenic year!

1. The development of a wdular program in cach of the
follovwing arcas: (a) Educational Psychology
(b) luman Relations, (c) Reading, both in the re-
medial program and In the teacher education courses
doaling with the teacher of reading.

2, Fleld teating of the component “You and the Taak of
Teaching” with a pilot group of 25 students,

3. The planning and development of the contenat to be (n=
cluded in an elementary block which would combine
several of the exiating methoda and materials courses,

4, To make recommendatiunm tu tho College Curriculum
Committee regarding changes in the teacher eduycation
program in terms uf rourse offerings, oifering
alternatives to laat semeater student teachers,
adding the elementary hlock and therehy deleting the
mothods and materials couraes,
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Y. Ko develop g Froader awatencas and konowledge base Tor
the Sooth Carolina State adminlat ot don and admindu-
trative porgomel o CRIE and the developlug South
Caroling State model,

6, To begin planmning for the 1973=1974 program in terms
of developing clinical experiences sites, projecting
teating for certain modules which were in the develop-
ment stage.,

There had been 29 modules developed in the arca of Special Bduca-
tion during 1971-1972 and these were to be tested during the first
sementoer of 1972, The faculty and staff {n reading were developing
plans to implement a three-pronged approach program in the arca of
remedial reading for the spring semester,  One scection was to be con-
vent tonally programmed, the second sectlon was to be exposed to a com-
prtency based approach and the third group was to atilize a combination
of approaches, Plans for dats vollection were to be built into this
program with results made avaflaoble to the Consortium,

A pilot group of 25 students, enrolled in the introductory educa-
tion course (freshmen), was to be programmed into a section that would
be compeivncy based while the second group of 25 students was to be a
conventfonal approach section., Comparative study data was to be kept
for analysis on both groups,

Clintcal experlences were being developed in relation to specific
area experioncens rather than utidizing a differentiated staff approach,

Nardware and noftware resources were scattered in varlous locations
around the campus and plan approval wus anticlipatced from the administra-

tion tou develop a centralized facility for this part of the CBTE pro-

gram,
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Program development work by the faculty was belng done by faculty
memboers work by independentty. A request wias moade Tor o Faculty Devel-=
opment Conference to be conducted by the research team.

At all levels of administration, there was verbal support for the

project director and the new program.

Procedures Followed

After the initial visit, two members of the research team conducted
a two day Faculty Development Conference. The first day was spent in
individual conferences with each component coordinator. At this time,
specific goals for that particular area werc delineated and the coordi-~
nator of the component began developing a PERT chart for that area. The
second day was totally devoted to a general faculty-led discussion of
the South Carolina State Model. This type of activity provided many of
the faculty members with the opportunity of a "give and take" role.
Many of the topics raised and discussed were to be inﬁluded in the next
faculty meeting, as the faculty felt the need to haveimore discussion of
these topics. There were approximately twenty-five faculty and adminis-
trative personnel at this conference. |

During all subsequent visits, the same type of format for meetings
was utilized with attendance ranging from twelve to thirty faculty and
administrative personnel. No new committees were established in relation
to program development; rather the structure of the former committee
organizations was kept. The final program activity for the year was a
one~day retreat held at Camp Daniels, approximately twenty miles from

the campus. This retreat, funded by the School of Education, involved
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cross~-campus faculty members from South Carolina State, local public
school administrators (superintendents and principals), cooperating
teachers, regular classroom teachers and the South Carolina Education
faculty. “The retreat focused on an overview of CBTE and three of the
components that have been developed--two of which are presently being
fieid tested.

A total of four visits were made by research team members for a
total of fifteen days devoted to the development of the CBTE program at

South Carolina State College.

Discrepancy Analysis

There are only two areas relating to the program goals that have
not yet been accomplished by the project staff. The curriculum could
" not be presented to the College Committee and will be presented at the
first 1all meeting of the Curriculum Committee of the 1973-1974 school
year. The second area that was completed was in Educational Psychology
where a committee had been assigned to modularize the component. The
coordinator of this area states that the demands of other activities
and the limited time has forced his committee to be behind in the devel-
opment of this component. It has been projected that it will be com-

pleted during the summer of 1973.

Expediting Factors/Problems Encountered

Two of the major expediting factors that have helped develop the
South Carolina State program have been identified. First, the unity,
cohesiveness and willingness to work that has developed as most of the

faculty has actively begun to operationalize the CBTE program. Most of
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the component coordinators have provided leadership and delegated
responsibility from the project director, leading to a broader base

of faculty-staff involvement. Secondly, the administrative support for
the program is very evident, both in concrete and psychological terms.
The commitment to the development of a new Learning Center, to becoume

a reality the summer of 1973 is one such concrete example. The finan-
cing of the one day retreat (with substitute teacher pay allowance
given to participating classroom and cooperating teachers, as well as
providing faculty released time) is another tangible example of such
administrative support. The presence of administrative personnel at
program development meetings gives the faculty a boost as well as pro-
viding the administration with basic CBTE information needed as well as
developing an awareness of areas which may eventually need policy or
regulation changes.

There are several problems that have been encountered. The most
serious problem relates to the lack of support personnel for the faculty.
Many of the faculty have had to assume typing and other clerical duties
in order to have modules, materials, etc. ready for student use. As
more and more of the program becomes competency-based, this basic prob-
lem, according to interviews conducted with director~faculty, will
seriously hinder the program development. The faculty and statff have al-
ready begun working on several of the other identified problems. The
need for a program review committee who will look at the component con-
tent (review, sequencing, duplication, omission, updating, etc.), clini-
cal experiences needed for various components (where, for how long,

credit, vs no credit, etc.) and the utilization of faculty (teaming,
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block assignments, etc.) are becoming agenda topics for faculty meet-
ings during the summer. The second area of concern is the fact that

the project director reports the faculty has not totally shifted psy-
chologically from a traditional program frame of refgrence to a compe-
tency based frame of reference. Courses, examinations, paper and pencil
assignments, term papers are still béing discussed and in some places
very much in evidence. There must be a conscious effort by all faculty
to change and reorient their thinking in these areas. Finally, now that
some parts of the program have become operationalized, the faculty and

staff nced to review and possibly reidentify the program competencies.

Evaluation
The South Carolina State College CBTE program can be placed into

the modified Cruickshank schema:

[ L L 1

—_— [

! |
| Need f~—~—~+? Design —--— | Develop t—+ { Implement - d [Evaluace

The program as it is presently in operation would fall between the
DEVELOPMENT and IMPLEMENTATION stages. With some exceptions, there is
complete faculty involvement in planning, development and implementa-
tion of the program. During the past year there have been developed,
or are in the final stages of development, approximately seventy-five
modules in various component areas. Several clinical experiences have
been developed for students. There is an active program underway to
involve non-School of Education faculty in the program so that those
support areas used by elementary education majors willlconsider and con-

vert to a competency based approach in the near future. At all adminis-
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trative levels (Dean, Academic Vice-President and President) there is

evidence of program support.

Projections

Both the project director and the faculty look forward to com-
pleting the pilot field testing of the first introductory education
component, used with the freshman class. Data that has been gathered
i rom that pilot group, plus student and faculty reactions and sugges-
tions will be evaluated over the summer. During the summer work will
be completed on the modules that have been partially developed and it
is hoped that the Educational Psychology component will be finished and
ready for field testing in the fall. All freshmen in the fall semester
will begin under a CBTE approach and a modularized program for the
sophomores will be ready.

With the renovation of the building and the creation of the new
Learning Center this summer, plans for development of software, micro-

teaching, media utilization and materials development are underway.
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FLORTDA A & M UNIVERSITY
Tallahassee, Florida

Project Director - Dr. Lillie Davis

Description of Institution

FlLorida Agricultural and Mechanical University is located in
‘tallahassee, capital of the state of Florlda. There are over 4,500
students cnrolled in six colleges and schools housed in more than 70
buildings. The School of Education has three instructional departments_
(klementary and.Eurly Childhood Education; Secondary Education; and
Health and Physical Education), three laboratory schools, four service
areas and a graduate division. Thc‘Competency Based Teacher Education
Program is located in the Department of Elementary and Early Childhood

Education,

Description of Project

Al the beginning of the 1972-73 academic year, the project directér
and faculty had identified the following specific objectives to be accom-
plished during thé year:

L. 7o complete the modular development .in the following

component areas--human relations, introduction to educa-

tion, elementary mathematics, social studies.

2. To identify the pilot group of students to begin work
under the competency based program.

3. To begin the implementation phase of the program with
the selected pilot group of students.

4. To develop a management system for tracking progress of
students in the CBTE program.

5. To implement the Simulation Laboratory as part of the
teacher education program.
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6. To continue additional modular deévelopment of the program
for use during the 1973~1974 year.

7. To implement clinical experlences in area public schools
for teacher education students.

8. Conduct a series of inservice and seminar meetings for
program faculty and staff.

There had been approximately twelve modules developed during 1971-
1972 and these were to be field tested during the fall semester. Ten
students were identified as the pilot group of freshman students to
begin implementing the CBTE program with the modularized program devel-
oped by various faculty members during the summer of 1972.

The Simulation Laboratory had been placed in a centrally located
room and materials were being centralized and cataloged prior to being

made available for student use.

Procedures Followed

During the initial visit by the research team member, the project
director identified the objectives for the year. As this conference
was held during the summer break, no faculty members were available for
conferences. However, all other research team visits included conferences
with the faculty and with the pilot group of students. The Simulation
Laboratory materials are centrally housed and selected sections are being
utilized by seven different program areas. Also being stored iIn the .
Simulation Laboratory room are all of the CBTE program materials and
resources (books, filmstrips, transparencies, etc.). Modules with all
of the necessary support materials/software are on file in this single
ln~ation making it extremely functional for students and faculty. This

rcom is also set up for simulated peer teaching sessions; having both
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round and rectangular tables, arm chair desks and conference chairs
available for use.

The faculty member handling a specific component area is8 1n charge
of any related clinical experiences and/or field competency check-out
procedures for the pilot group of students.

Faculty members have worked to develop area curriculum materials
centers to provide students with concrete materials for use in conjunc-
tion with field experiences.

The project director schedules periodic faculty meetings and
geminars to keep the faculty informed on all areas of the program and
its development. As this meeting is held the first thing in the morning
(at eight o'clock) when there are few, if any, classes in session, the
total elementary faculty is involved.

The director of the project has developed a manual management system
to track the progress of the students. Each component has three date
spaces showing next to each student's name. The first date space is for
when the student received the component, the second date is for the time
the student anticipates completing the.component. The third date is
added as the component is satisfactorily completed and the student has
checked out of the component.

All program development work has been done under the present organi-
zational structure of the department with no new committees being orga-

nized. A total of seven research team days were spent with the FAMU program.

Discrepancy Analysis

All the project goals have been met during the 1972-1973 year.

The pilot group of CBTE students have not been able to totally complete
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the modularized program developed for their use. After faculty and
student review of this problem, the project director and faculty fn-
volved in thig scection of the program will rework the expected number

of modules to be completed to make It more reallstic,

xpediting Factors/Problems Encountered

The first tactor that can be fdentiffed as helping the FAMU-CBTE
program develop is the faculty's willingness Lo work together In devel-
oplng the program. ‘This is evidenced by attendance at the 8 a.m. pro-
gram mecetings, the development of modules and the acceptance of the field
assignments to supervise clinical experiences and adjudicate students'
competencies. Administrative support is evidenced by release of faculty
to attend national meetings on CBTE and to serve on statewide tecacher
education committees and help in setting up internal channels for campus-
wide committees Lo develop service area programs Lhat are competency-
based.  ‘The project director feels that the bean's support of the pro-
pram is ontstanding.

One of Lhe pfublvms encountered in development of the CBIE program
is the replication of curriculum material locations. Several of the
departments have independently developed small but excellent curriculum
resource material libraries for use by only their students. This limits
the total use of such materials and has made the program duplicate the
cost of such materials for use by CBTE students.

One other problem area, identified by the plilot group of students,
is the neced for faculty members to keep posted office hours. Many of
the students reported setting up appointments with facully members only

to find the faculty member unavallable at the scheduled time.
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Evaluation

The Florida A & M University CBTE program would fall between the
DEVELOPMENT and IMPLEMENTATION stages of the modified Crulckshank schema,
This s due to the fact that there has been a pllot group of students
beginning to utillze the CBTE approach and the faculty is Inveolved in
completing the CBTE program for the total teacher education program.
There Iy faculty involvement in program planning, development, {mple-
mentation and evaluation. Both the pilot group of students and faculty
will have evaluation input for program modification and development.

The majority of faculty asmignments regarding the project have
been completed and returned to the project director within the desig-
nated time allotted.,

The pilot group of CBTE students report a positive reaction to the

project and have stated they enjoy working with public school pupiliw.

Projections
The project director, faculty and students anticipate the following
activities to be carried on during the next academic year:

1. Continucd modular development of the upper level of the
teacher training program.

2. The beginning work {n {dentifying and scquencing com-
ponent areas that run continuously throughout the pro-
grom (strcaming of an arca as the Human Relations
Caompounent) .

3. The {dentification and selection of certain public schools
te serve 1y clinfcal experience sites for CBTE studenta,
Work will be done on this projection during the aummer
scasion of 1793 with LEA peraonnel.

4, The development of the concept and role of a Clinical

Professor, tentatively to de placed in a apecified
clinical experience site school in the apring of 1974,
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Faculty seminars and inservice meetings will be
scheduled during the fall (1973) to enable the faculty
to become acquainted with and/or gain expertise in
those general areas of background information as well
as specific competencies needed to assume the role of
Clinical Professor
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PRAIRIE VIEW A & M COLLEGE1

Prairie View, Texas

Project Director = Mr. Bill E. Orman

Description of Institution

Prairic View A & M College is located in Waller County, forty-six
miles northwest of Houston, Texas. The college was established by the
Texas Legislature in 1876 and is under the jurisdiction of the Texas
A & M University System. The college is located on 1440 acres and has
devoted considerable effort to building new buildings in the last few
years. The college has seven major divisions as follows:

The School of Agriculture
The School of Arts and Sciences
The School of Engineering
I'he School of Home Economics
The School of Industrial Education and Technology
The School of Nursing
‘The Graduate School
The college has approximately 4,000 students and approximately 250 faculty

members.

Description of Project

Prairie View A & M College established the following objectives for
the grant period at an initial conference held on July 27, 28, 1972:
1. .To engage in extensive faculty developm:=nt conferences
relating to competency based education. This faculty
development program was to involve all faculty in every

division of the college.

2. To develop the "Prairie View Plan" for the development
of competency based education.

3. To begin to develop cuinpetencies and modules suitable
for competency based education.

1 Prairie View A & M College became Prairie View A & M University
September 1, 1973.
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4. To coordinate the efforts of the college in moving

toward competency based education through the

"Per formance Based Teacher Center' which was estab-
lished in 1971 as part of the Texas Teacher Center
Project.

.5. To establish committees and to prepare a tentative

plan for developing competency based teacher educa-
tion.

At a conference in 1972, the President of Prairie View A & M
College challenged the facuityito develop a program in compefency based
education which would involve ‘every division of the university. This
total movement toward competency based education would also apply to
the divisiocns prepariﬁg teachers.; Therefore, the development of a pro-

gram of competency baéed teacher education would, of necessity, follow

the total program of the college.

Procedures Developed

The plan accepted for the design and development of.competency
based education at the college involved the establishment of a core of
faculty who would become thoroughly familiar with the basic concepts as
well as the writing of competencies and modules. It was planned that
this ccre group would become resource persons for the entire college in
developing the progranm. X

A faculty development program was planned with a cinference and
workshop at the beginning of the fall term. Further conferences were
planned with the deans of the various schools and with faculty members
as the need arose. Committees were designated to devise a plap for the
development of the college. The department of teacher education devised

.a sequential schema within the total college framework for the prepara-

tion of educational personnel.
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The college made extensive use of the research team inasmuch as
the team made nine visits to the site and consumed 54 consultant days,
bxtensive une wis also made of other consultants In competency bhased
teacher education in faculty conferences, No time frame was establ {shed

with tegard to the objectives chosen by the college.

Discrepancy Analysis

Evidence indicates that there were eight faculty conferences held
during the year relating to competency based edycation. These confer-
ences Involved approximately 15 days of faculty time. The conferences
weere attended by o total of approximately 350 faculty members. The
tatl conference had 29 participanty among the faculty. The other con-
terences were directed primarily at the core group of faculty,

The core group of the faculty which was {interdisciplinary and
representat fve of all schools was established in July and the group was
thoroughly grounded ia CBE in a three day conference {n September and
agadn in October.  The faculty conferences during the year dealt with a
peneral orfentation to competency hagsed educatlon; utllizing o systoems
approach; strategics for conducting faculty tralning in CBE in January,
1973 the mpeciiication of competencies by departments for prototype
performance based cducation; and classifying cducational objectives,
designing flow charts, specifying enabling objectives, and developing
agsessment procedures.

The Prairie View plan for the development of modules was developed

and 18 presented below:
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A MODEL FOR PERFORMANCE BASED LEARNING
AT PRAIRIE VIEW A & M COLLEGE

1. Historical Background of
Tastruction

2. Rationale for Performance
Based Teaching and Learning

3. The Prairie View Design:

A. Title of Coursce or

Instructional Unit

B. Introductlon

C. Components

D. Pre-Assessment

E. Behavioral Objective

F. Learning Experiences

G. Educational Facllitators

. Self Evaluation

1. Post Fvaluation

J. Vertical and llorizontal
Achievements

What has gone on

What change is8 needed and reason
for performance based

Identifies course or instruc-
tional topic

Provides sctting for course or
topic

Identifies problems or considera-
tions to be dealt with

Identifies what the student al-
ready knows or does not know

Behavior sought and at what level
of proficiency

Suggested or required experiences
for achieving behavioral objective

Educational resources for facili-
tating learning experiences

Means for student self evaluation

Formal evaluation to determine if
behavioral objectives have been
met

Additional learning goals for
academic enrichment

Professors in the various schools of the college were requested to

develop behavioral objectives for their courses and to design a program

following the plan above. This request emanated from the office of the

Dean of the College and was presented at the conference in September.

Inasmuch as the faculty development work was coordinated through

the performance based teaching center and inasmuch as the director of the




performance based teacher center is the chairman of the core group of
faculty, efforts have been made to coordinate the efforts of the college.
The college has prepared competencies and modules.  Personal inter-

view technigues with approximately twenty-geven faculty members through-

out the Institutlon revealed the fol lowlng:
Department Plans_and Development
English Developing 5 modules. Revised the

curriculumin behavioral objectives.
Working on dceveloping the entire
curriculum on performance based.

Reading Experimenting with six modules.

Elementary Education Developing 6 modules in elementary
psychology tests and measurements.

Business Education Developing modules in Introduction
to Business.

Agriculture Three courses under modularlzation.
Approximately twenty modules completed
In the areas of entomology, soil
science, and special problems.

lome LKceonomics Representatives in the core group (3)
developed seven clusters of modules.

Engineering Developed one course on performance.
(Electrical) Instructors developing CBTE at freshman
and sophomore levels.

Human Growth and Four people working cooperatively have
Development twelve modules and developing others.
Science Working, on large units in ecology, medi-

cine. .Have developed behavioral objec-
tives.
Chemistry Have created modules and ¢ngaged in

performance teaching.

Mathematics Freshman program in mathematics
modularized.

Other areas which gave indication of faculty members working togcther
in the delineation of competencies and modules were the areas of school
Q 62
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administration, industrial education, early childhood education, curricu-
lum and instruction, social studies, nursing education, and a military
science. Some other areas indicated that they had not yet begun to
dgvelop performance based or competency based materials.

Some departments indicated that they planned to provide released .
time for faculty members this summer for the development of competencies
and modules, Administrative interviews also revealed that there were
plans to provide released time for faculty to work on competencies and
development of modules this summer.

Administrative interviews have indicated that plans for the design,
development and implementation of competency based education at Prairie
View will be coordinated through the Performance Based Teacher Center. The
director of the center has been named the Chairman of the Core Group Commit-
tee (the committee to provide the leadership for the development of compe-
tency based education). The center staff wrote a Teacher Corps Project
(Cycle Eight) in which a design for competency based teacher educatlon was
developed and in which the college proposed to utilize Teacher Corps interns
in the development of competency based programs for teachers. The interns
were to test the cvompetencies and modules and then the modules would have
been implemented into the regular program for teéchers. Teacher Corps has
indicated interest, according to interviews with the director of the Teachcr
Center, in funding the Teacher Center as a pilot program for utilizing
Teacher Centers as vehicles for developing fiecld centered programs. The
regular Cycle Eight Teacher Corps Proposal was not funded. The Performance
Based Teacher Center continues to work with the region in providing in-
service education of teachers utilizing the minicourses developed by the

Far West Education Laboratory. Interviews with the staff indicate that
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this center is in the process of developing competencies for teachers.
No overall plan has been provided to the Consortium relative cither
to the total desipn or development of competencies and modules for the
teacher ceducation program, other than the design that was submitted in
the Tcacher Corps Proposal. Interviews have indlcated that this plan
has been ander development and will continue to be developed during the
summer of 1973, After the plan Ls developed, modules will be written,
and the pltan implemented, The Consor£1um has recclved thirtecen modules
in human dcvelopment. No competencies or modules have been received
relat ing to teacher performance. The Consortium has received approxi-
mately ten modules in general education and/or specialization from the

college.

kxpediting Factors/Problems fncountered .

Administrative support is evident at Prairie View. The President
and the Dean of the College endorsed performance based education at the
fall conference. The college received some funds from other federal
sources for faculty deovelopment which were utilized in inservice educa-
tion for the faculty. The location of the Performance Based Teacher
Center at Prairie View is contributing to the development of performance
based tecacher education by involvement of public school personnel in the
development of competencies and by providing training programs for
teachers for support for CBTE through inservice training.

The institution has had two major problems as presented through
interviews. Communication appears to be a problem. The development
of a total performance based program with 250 faculty members in scven

different schools could provide a problem. Faculty members in cach
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school feel that they need to know what is happening in other schools.
The second problem appears to be organizational. The line and staff
organization at the college appear to follow the patterns on the next
page. Following that pattern, the director of the center supplied the
organizational chart indicating how the faculty inservice component
would operate in conjunction with the performance based teacher center.
The Performance Based Teacher Center Director reports to the Dean
of the School of Arts and Sciences. If the center has the responsibility
for the development of competency hased education at the total college
then the authority, either direct or implied, is not reflected in the
organizational chart unless the authority is to be cooperative authority.
[n that case, the question could be asked, "Can cooperative authority
originate in the office to complete the assigned task?" Interviews with
faculty and administration have indicated that there is to be some re-

organization within the college.

Evaluation
Prairie View has met all of the objectives except one. The college
has engaged in extensive faculty development; a plan for modularizing
programs at the University has been drafted; Ehe faculty has begun to
develop modules and competencies. The degree of participation has not
been established in the latter. It would appear that some departments
are not involved. The Performance Based Teacher Center has been given
the responsibility for developing the program and has coordinated the
faéulty development conferences this year.
There is little evidence that tentative plans have been developed

for competency based teacher education. The research team has received

65




-~

I33Ud)
19pPea] pased

310M TETOOS
pue A3o71o0T00§

82UaTOS TEITITIOL

FURNMLIOI I 3o *adaq 3o *3dag
RN T . |
(s271544d | hB - ]
¢f13smmeyy ©4A30101H) sofengue |
saouaTog Teaniey OISNKH T2104 uaap foouaTog AIBITTTW | | SO FIEWAYIRH | | 8O UDTOS Lieaqyl A1o3asip
JO UOTSTATQE 3o .umwn_ m 10 *3d 3o -adeg Jo *adesq jJo *1dsq jo -adeg
—_—T - 1 | - ) R I ]
“ _ _ UTWpY ssouysng
wotieonpA TEOTSAYJ SaTpNis _ ~ fydeagoesn pue 2
pue yitesy vemysaiz | | ysTr8ug 3O ||uot3ednpy 13YdEIL uotaeonpi| |9 sommouody uoIJEdNpY SSIUTSNG
jo 3jusmizedaq | | 3O UOTSTAIA “u sw3xedaq 1N JO 9971330 _mo :oamﬁ>ﬁn jo *adaq jo -3dag
A T s e =T “ll‘lll" — A - H’ ~ H Iuw
I T - _ .
S32U3TOS L3oTouyda] pue
~ pue s3Iy ~ 100428 Suypsiny [wofjeonpy TeTIISNPUI SOTWOUODY JMWOH Sutaseurduy 21n3TNOT18y
_ jo ﬂoo:om~ wwumsvmuu m#& jo fooyp jo ﬁoonumm Jo Tooudg JO ToOYdS 3o Tooyds
| [ -- 1 1

2891100 2U3
jo ue9q

juapIsaid




, _ 4
£Lonoeg ” ﬂ AqTnoeg A3norg LiTnoEg £yTnoeyg £yTnoRy £yTnoey
ajenpeas _ Sutsany *yosy °*pufl “Uody SWOH *T0GQ B s3I Sutassutduy 8N TNoTIdY
]
phot-Y-4 qualdy qualy qua8y qualdy qusldy
acom089y 30anosay 30aN08aYy 90an0saYy soanosay 30an0s3Yy
TTouno TTouno) TTouno) TITUmoD TTIOUNOY) TTOoUNo TTOoUNO)
£xostrpw LI0STADY £I08T.0Y £IosTADPY LiostApy LiosTApy
.'mebvN.H.a Sutsany SOTWOUOST SWOHY $eoUsTog % §3d Butassutduy sanqnoTady
o 1] ﬂ \ { ] { 1
WmIoZsy
TeUuUOSIeg TeUoT)eONpH
JO J0qBUTPIOO)
y - - -~ JI97U8) JIBUOBS] JOLTASTT e ——
i m 81010811
e _ e
~I0STALS ) sueaq
- - ! S30U9TOT DUE 7
- - - - = l_ S9dy JO TOOuUdS u23~ - - - -~
m qUSpTSaLI
I
ZIEROGACD SIEINIVADL EOIATIS-NI XLTAOVE HIIZITINIZ QESVE-CGHONVITHOAYEd MHIA HTHIVYH

67

O

Aruitoxt provided by Eic:

E



no competencies or modules relating to teacher performance in methods
and materials and it would appear that no overall plan for the prepara-
tion of teachers has been designed. Interviews have indicated that
there are plans to hire or release faculty during the summer of 1973

to cont inue with the task.

There is a question relative to whether the competency based
program, as it is conceived, relates tuv the theorctical modules of the
orfginal model speciflications.  Individuallzed programs as defined in
the medels must be self-pacing and cannot operate {n a convent fonal time
I'ramework and grading system. The Prairie View Model seems to imply
degrees of competency when it defines vertical and horizontal achieve-
ments as additional learning goals for academic enrichment. The original

models did not specify degrees of competency or performance.

The Performance Based Teacher Center is planning to move rapidly
toward the development of CBTE as well as CBE to meet the mandate of
the State of Texas (1979). The center staff is awarce of the problems
within the program and will continue to devise plans which can alleviate
the problems. The director of the teacher center has supplied the
following as the projections:

1. Additional and more sophisticated training activities

will be cooperatively planned and implemented for the
interdisciplinary college faculty team members.

2. Followiné a schedule for implementation, a sequential

training program desigrned for college faculty members

will be implemented.
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10.

11.

12.

Following a schedule for implementat. 'n, a sequential
tralning program designed for college deans will be
implemented.

Following a schedule for implementation, a sequentinl
training program designed for department heads will be
implemented.

Fotlowing a schedulce for f(mplementation, a sequential
lngervice program wlll be inftiated for local school
personnel and community agencies, utilizing the Per~
formance Based Teacher Center as the vehicle.

Following a schedule for implementatlion, a sequential
training program for teacher education students will be
conducted.

A performance based library and research center will be
established as a viable support unit of the Performance
Based Center Complex.

A performance based technical assistance center will be
established in the Center.

A materials resource center will be established as a
part of the Center.

An action laboratory will be placed in the Center.

An administrative and support unit for CBTE will be
established at the Center.

A cooperative advisory committee will be established
for the project to assure cooperative planning, develop-
ment, implementation, and evaluation of all project

activities.
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NORPOLK STATE COLLEGE
Norfolk, Vitginia

Project Director = Dr, M, Sharif Hafiz

beseription of Institution

The Norfolk State College campus consluts ol approximately 100
acres of land located to the cast of downtown Norfolk, Virginia, Nor-
folk s the largest ity in Virginia and the center of Tidewater,
Virginia, the most heavily populated area in the state.

The institotion was established as the Norfolk Unit of Virginia
Unfon University in 1935 to provide tratning on the junfor college level
tor high school graduates in the Norfolk-Portsmouth area. In 1942, the
Norfolk Polyteclinie College was chartered to take over the functions
and ounets of the Norfolk Unit of Virginia Union University., [n 1944,
the Tastitat fon became the Norfolk Division of Virginta State College
and in 1996 wan nuthorized to offer Junfor and senfor college curricula
terminat ing with o Bachelor's begree.  In 1969, the Norfolk Division of
Virginia State College became Norfolk State College, an fndependent four
year, degrec=grant ing institution with its own Board of Visitors and Its
own president.,

Norfolk State College now has approximately 5,500 students and 297
faculty members.

Administratively, the institution ls divided into ten divisions:

. Division of Busincsas
. Division of Teacher Education
Division of liumanitics and Zommunications

. Division of Natural Science
. Division of lHome Economles
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6. Division of Social Sciences

7. Division of Industrial Education and Technology
8. Division of Nursing

9. The Junior College Division

13. Division of Continuing Education

I'he Division of Teacher Education is made u? of four departments:
] Elementary Lducation
2. Special Bducation
3.  Secondary Education
4. Health, Physical Education and Recreation
The competency-based teacher education program is, at the present,

restricted to the Department of Elementary Education. There are approxi-

mately 450 students and eleven faculty members involved in this program.

Description-of Project

Norfolk State College adopted the following objectives for 1972-

¥
1973:
l. To design, develop, implement, and evaluate modular-
ized components equivalent to at least [ive courses.
These components will be tested by the Teacher Corps
unit as a pilot, revised, and then incorporated in
the regular, on-going program.

2. To operationalize two additional portal schools.

3. To establish a network of field experiences for all
teacher certification candidates.

4. To implement team teaching at the college level Macross
the board." '

5. To implement a differentiated staffing pattern in the
_portal schools in at least 50% of the classes.

6. To utilize interdisciplinary teams at the college
level. : ‘

7. To operationalize a community~-based component in the
regular, on-going program.

8. To operationalize a volunteer program.

9. To operativnalize a learning center.
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1. To design, develop, and Implement a simulation
center,

The Elemeotary Education Department at Norfolk State College is
using a Cyele VI Teacher Corps project to test the entire competency-
bused program. The management sysiem and modularized delivery system
are being tested, revised, and integrated into the regular program
through this procedure. They have just received funding for Cycle VIII
Teacher Corps whi h will enable them to further develop and revisc all
componenls under a4 controlled situation. As components ~.e implemented
in the regular program and evaluated, they can be recycled through the

Teacher Corps project for revision and validation.

Procedures Developed
Nortolk State College is using the Teacher Corps project as the
prime vehicle for initiacing change in their Elementary Education pro-
gram. All (acully members in the department are involved in the total
development ol the project. The chairman of the department serves as
the dircector of the Teacher Corps project, and the Program Development
Specialist for the Teacher Corps project serves as Program Director for
the development of CBTE for the depart. nt and is the institutional
representative on the Board of Directors of the Consortium of Southern
Colleges. The Associate Director of the Teacher Corps project is the
prime contact person at Norfolk State for the field testing of diag-
nostic-prescriptive techniques (another project of the Consortium of
Southern Colleges) and is the principal liaison between the college

and the public schools for the development of portal schoels toe serve

all elementary education majors. Through this procedure, the Teacher
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Corps project has become an Integral part of the department and con
be suceessfully gued as g vehicle to effect ehange in the entire depart-
ment

The departmentsl]l faculty mects regularly for inservice tratniong,
These wesyions include module building, evaluation, and information fnput
and divvemination. In additlon to on campus {nscrvice sessfons, repre-
Nental ives have heen sent to conferences, workshops, and have made sfte
vigitr at other Institutions fnvolved in competency-baged teacher educa-
tion and to public schools that have been designated as portal achools,
Sites visited have included Livingston University, Florida A & M Univer-
sity, North Carolina Central Unfversity, Clark College, Xavier Unfversity
at New Orlcans, Michigan University, Michigan State University, Syracuse
Universtty, Unfverstty of Georgla, Columbia University, University of
Houston, Temple University, and State University College of New York at
Buffalo,

The faculty development ptan has been successful cnough for several
of the staff to be used as resource persons and principal presenters at
national, regional and state conferences.,

NCS has established o fecdback system that provides continuous fnput
for students, publle school personnel, college faculty and staff, and
college administration personnel.

The central administration is constantly, actively involved in the
developmental process and is made aware of the status of each compuncnt
as it evolves and is cvaluated.

One of the primary goals of NSC during the 1972-1973 year was to
implement the management system used in the Teacher Corps project in

the regular, on-going program in elementary cducation. In order to do
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this, they set up a syatem {n which modules are supervised by designated
faculty membera, inservice teachers, team leaders (mupervisors), the
luservice coordlnator and a communlty coordlinator.  Clinlcal expericences
are regulred In most modules and are supervised In the same manner as
described above. The tutoring program and scheduled "Observation and
Participat ion" sesslons have been incorporated into the modular structure
and can be managed {n the same manner as other modules, Student tracking
and faculty scheduling and utilization are controlled manually and will
be computerized as they are more {irmly established,

In order to manage the logistics of the delivery system, NSC is
developling a tearning center that will also serve as an operation center
for storage of moduler, dissemination of modules, scheduling, and even-
tually module "check out" (testing). The lcarning center will also
coordinate the efforts of the curriculum lab, the audio-visual center,

the simulation center and portal school micro-teaching stations.

Discrepancy Analysis

Norfolk State Collcge noted ten objectives for the academic year

1972-1973. o0of these, six have been realized and the other four are

progressing:

OBJECTIVE To design, develop, implement and cvaluate
modularized components equivalent to a least
tive courses.

Asgessment All courses in the professional sequence have
been converted to modularized components and
incorporated into the on-going program. Over
50X of these components have becn tested and
revised in the Teacher Corps project and the
remaining 50X will be -csted in subscquent
terms,

OBJECTIVE To operationallze two additional portal schools,
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Asscgsmoent

OBJECTTVE

Agsessment

OBJECTTVE

Assessment

OBJECTIVE

Assessment

OBIECTIVE

Assessment

OBJECT1VE

Arsensmoent

OBRJECTIVE

Asscssment

OBJECTI VL

This objective has been reallzed and other
sites {dentifled for development.

To establish a network of field experiences
for atl teacher certificatlion candidataos,

This objecet tve has been met for elementary
cdocat fon majors,  Fleld experionces are
supplled at all levels of professional
tralning (ncluding tutoring, observation aund
participation, and a gradual assumption of
teaching responsibilities are provided on o
ditferentiated pattern format.

To laplement team teaching at the college
level "across the board."

All compouents in the professfonal clementary
cducatfon scequence use it team teaching format
in the modularized system.

To lmplement a differentiated staffing
pattern in the portal schools in at least
507% of the classes.

This objective sveems to have been reallzed,
The specific pattern {8 not final and there-
fore, any kind of "percentage" is difficult
to determine,

To utilize {nterdlisciplinary teams at the
college level.

Ar interdisciplinary approach is uses In
plamning and development.  In the instruc-
tional bhase, however, the "interdisciplinary”
principle s confined o varfous arcas within
the Division of Teacher Education.

To operationallze a community-based component
in the regular, on-golng program.
Some

This component s not fully operational.

activitics have been inftiated but to call these

a compunent would be an overstatement.,
To operationalize a volunteer prougram,

The volunteer program now in operation is con-

fined to the Teacher Carps project,

To operationalize a learning center.
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Assessment A learning center 1y {n operation at Norfolk
State, but (L is not fully developed. For
further discusslion of this compopent, sco
GOAL 11 E,

OBJECTITVE To design, develop, and implement a simulation
center.

Assessment  Simulation activities have been desligned,

developed and implemented but they are not
as yet centralized or fully coordinated.

Expediting Factors/Problems Fncountered

The presence of a Teacher Corps project at Norfolk State College
is one of Lhe primary expediting factors in the development of the CBTE
program there. This project provides funds, materials, supplies, travel,
personnel and other elements necessary for this kind of program and
stafl development. The lack of sufficient funds is probably the
largest constraining force.

The greatest single factor assoclated with the success of the

developmental program is the long hours and hard work of a dedicated

facully with apparenl support and encouragement of central administration.

Evaluat lon

Even though Norfolk State College has not ftully met all objecuives
projected for the academic year 1972-1973, taey have done a commendable
job of development and implementation. The objectives not fully realfzed
were rcadjusted to a more realistic time frame and arc being actively
pursued. The funding of a Cycle VIILI Teoacher Corps project should
provide the impctus for further development of a competency-hascd
teacher education program.

The present program does not meet all standards of a CBTE program

as defined by AACTE, but given time and opportunity it 18 evident that
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the course structure and time lock of the present system will be

adjusted to meet those standards.

Project fons
The project director and faculty anticlpate during the 1973-1974
academic year the Tollowing activities:
I.  Farther development of portal schools,

o PFull Implementation of a differentiated staffing
pattern {n the portal schools.

y. Bvaluation of the volunteer program.

. Mdentifleatlon and expangion of communjty~based
activities n the regular, on-going program.

5. A continual assessment and development of the
learning center.

6. A refinement of activities within the simulation
coenter.

17
ERIC

Aruitoxt provided by Eic:



XAVIER UNIVERSLTY
New Ovleans, Loulsfana

Project Director = Sister Marla Petra

Xavier Unfversity of Loulslana s a small urban university located
in the heart of the largest city in Louisfana. [t {s the only American
unfversity operated under Catholfce auspices which has a predominant ly
hlack student population. ‘The unlversity is composed of the College of
Arts and Sclences, the College of Pharmacy and Graduate School.  The
Divigion of BEducation (which encompasgses the arcas of clewentary ceduca-
tion, carly childhood edueation, secondary cducation and health and
physical cducation) is located {n the College of Arts and Sclenaces.  The
stadent population of 1,4%) students come from 30 atates and scveral

forelpn countrien,

Degeription of Project

During the summer of 1972 the Xavier faculty was engaged in several
CBTE projocts such as vislting other schools to observe programs or
components ol programs that had been operationalized and In developing
modules (or use during the 1972-1973 yeur. Spocific goals were set for
the 1972-1973 yoar relative to the Xavier CHTE program: (1) continucd
dovelopment of modules at all levels to be implemented ns goon as pos=
sible; (2) to identify and Lo plan for additional clinical sltes to be
utilized by the students in the CBTE program; (3) to review and Lo re=
work, when necessary, those components that have already been made
operational in the Xavier program; (4) to laitiate plans for developing

a Learning Center; (5) to develup a human relatlons component 3 (6) o
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review and to revise the curriculum for the elementary education pro-
gram; (7) to develop and to Ifmplement o counseling program for students
in the CR1E program; (8) to develop a pilot program of CBTE at the
praduate level utllizing one graduate course lor this; (9) to develop
and Inftiate an intensive inservice program (or faculty devclnpmént via

scheduled meetings,

Procedures Used

The rescarch team was uwtilized {n two faculty development con-
fercaces,  Bach of these conferences consisted of a general ceducation
faculty and staft mecting followed by individual staff confercences. An
additional faculty development program, utilizing Dr. Charles F. John-
son was held during early Spring, 1973, Dr. Doniald Cruickshank has
atso been utilized as a consultant In the arca of developlng a simula-
tion component for the program.

No new committece structures have been organized in conjunction
with the development of the competency basced teacher education program.
The facalty has been used by other departments on the Xavier campus as
resource people to afd in the development of a competency=based program
in these other arcas, These departments have ranged from Chemistry,
Eaglish, and Music to Specein, There har also been a CBTE presentation
IG the total Xavier faculey and staff.  The Lounlsiana Association of
Teacher Educators asked the Xavier clementary education faculty to
conduct part of the annual state meeting which had as its toplec “New

Trends in Education,"
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Discrepancy Analysis ‘

The Xavier program has met and surpassed all of the year's objec-
tives with one exception. The Human Relations component has not been
developed. Several of the gouls which Involved planring have been
operationalized into the program. For example, there is in operation
a small but extremely lunctional Learning Center that is well organizoed
with basic media cquipment, software development and storage arcas,
study carrels for Individual or small group work and a swnall collection
of filmstrips, films and slides. The organization of this facility
will allow future expansion with very little modificwtion of the present
plan. Scveral additional arca public school classrooms have been used

for clinical sites for students in (he program.

Expediting Factors/Problems Encountered

One of the most impoctant factors that has helped facilitate the
development and ifnplementation of the Xavier program, according to its
director, is the outstanding support it has received frum the university
admitistration. The dircctor also cites the aid rec:ived from Consortium
Central (both in supplics and materials and in general “sced money'
funding) and the aid of the rescarch team have helped move the program
along at a fastcr than expected pace. Being able to pit all of the
professional coarses together at the junior ycar level has also cnabled
the faculty to develop such components as clinical experiences for the
students, but the most continuous and outstanding factor that has been
administratively identified as crucial is the willingiess of the faculty

to work, often on their own time, to develop the program.
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Two major problems have been identified by the administration and
faculty. First is the problem of maximizing the use of the Learning
Cemter. Due to ity limited physical space, activities must be scheduled
in this facility., Several alternative patterns have been attempted and
nonce su far has providod the needed solution for this area. The seccond
problem relates Lo the recycling of students. The scheculing systems
that have been attempted do not scem to allow the neceseary faculty and

student flexibility for this type of activity.

Evaluation

11 the Xavier University program were to be placed on Crulckshank's
modificd schema, it would fall directly on the IMPLEMENYATION phase of
program development. All the goals (except the developuent of the Human
Relations component) have been met, and by fall 1973, the total profes-
sional education courses will be converted to a competency based approach.
Rowever, care must be usaed to make sure that in Lthese course molules,
multiscensory Jearning expericences be utilized to avoid having he prod-

uct of this approach largely programmed learning.

Projections

During the summer session, there will be a graduate level course
oftered that will be competency based. This will be the formal pilot to
determine if this approach will be utilized with iuservice teachers.

It is anticipated by the director that the request for 1/4 release
time for one faculty member per term will be granted by the University.
This will alluw for the systematic review and revision of present program

compoacnts, Plans arce being devised so that during the 1973=-1974 year
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therc will be a rore individualized program for students. Initial
data gathering procedures will be refined so as to gither information

on all incoming students for rescarch purposes,
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TENNESSEE STATE UNIVERSITY
Nashville, Tennessce

Project Dirccetor = Mrs, Elizabeth Reod

Description of Institution

Tennessee State University (s a state supported unfversity, located
in the porthwest scection of Nashville. The central campus consists of
thirty permanent buildings, located on 450 acres of land. The School
of Fducation consistys of eight departments, with the competency based
teacher ceducation program conducted by a dircector responsible to the
Unfversity Directur of Teacher Education which Involves 14 departments

in the four undergraduate schools.,

Desceription of Project

The IsU project director and faculty had delineated the following
vbjectives o the CBTE program for the 1972~1973 ycar:

l.  The development of a ratfonale and gencral objectises
for the CBTE program,

! To identify and staft committees to develop specific
arca components, cach with fts own projection of ob-
jecetives to be met.  The component arcas identificed
were (i) Human Relations, (b) Liberal Arts, (:) Pro=-
fesstonal Core, (d) Teaching=Practice, (¢) Evaluatien
and Research, (f) Management and Support Sysiems,

and (;) a Steering Committee.

3. To pian and conduct a University-wide faculty program
on CBTE.

4. To laventory, organize and make available to all pro-
pram participants a cataloyg of TSU ~ CATL materialns
that have been purchased and/or eoallected by the
project,
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Fach of the Component Committees submitted to the director an out=-
line of the comporent area. The specific arca outline contained a
rationale, a listing of human and material resources available, a listing
of human and material resources needed, and a three year projection of
vbjoectives to be reached.  These specific projected sub=sbjectives are:
1. Human Relatfons: 1972-1973
1. Providing individual and group experiences
fnvolving sclf-confrontation, self-rcalization
anc soelf-actualization,
2, Building student profiles using speciclly
destgned questionnaires, self-concept scales,
interest {nventories, demographic datua and

other entry behavior data.,

3, Pilot testing some of the hicrarchies of che
sclf=confrontation domain.

11. LiLeral Arts: 1972-1973

Providing for and supervision of «2arly involvement
experiences.

2. Conducting "rap" scasions for student evaluation
of experiences,

3. Scheduling CBTE participants through the Thirteen
Colleyge Curriculum Progran.

4., Providing for two major group activitier for all
CaTE participants cach quarter.

5. lolding a special day for an on-campus demonstra~
tion of carly involvement expericnces.

(. Establishing a tutoring program for participants
usinpg the services of the Zeta Chi Chapter of Kappa
Delta Pi honorary society.
7. Evaluation.
111. Profewstonal Corce Component: 1972-1973
1. Developing modules within the required coursen that

are denigned to achieve ossential teacher compe-
tencios.
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V.

2.

5.

Jeveloping modules within some of the required
coirses that are designed to achieve specific
teacher competencies.

Emphasizing a field center approach in the
development of modules.

Providing through modularization, opportunities
for learning how to use multi-media.

Pilot testing aill modularized courses (Sfpring).

Teaching Theory and Practice Component: 1972-1973

L.

4.

Mcdularizing experiences that hopefully will
achieve essential and specific teache:r competen—
civs through the use of peer teaching simulacion,
micreo~-teaching and small group settings in public
schools,

Modularizing experiences that will provice oppor-
tunity for the cooperative planning for ‘ndependent
teaching in a variety of teaching-learnirg situa-
tions within the local school system.

Cooperatively planning for and utilizing a teacher
euucation center for elementary majors.

Pilot testing and modularized experieaces. (1-2)

Evaluation and Research Component: 1972-1975

.

(8%

Suggesting and using appropriate instruments for
obtaining base |{ -2 uata for participants and
analyzing results.

Developing models for the process evaluation of
each of the components based on theic goals,
barriers to implementation and results.

Providing a systematic and objective evaluation
of student qualities on two dimensions: cognitive
and affective.

Examining the monitoring systems of other success-
ful programs and recommending a system for use at
TSU.

Developing a working knowledge of the CIPP plan
of evaluation in order that the E and R component
may communicate effectively *ith the R and D team
of the Consortium.
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Vi.

VII.

6.

Designing forms to re:ord the progress of cach
component in order to facilitate analysis.

Management Support System: 1972-1973

1.

Determining the extent to which Compétency Based
Teacher Education Programs exist or are being
developed within regional and local Colleges of
Education.

Ascertaining the attitude of faculty toward 7BTE
within the University.

Developing an awareness among the faculty of the
positions of NCATE, AACTE, ATE and the State
Department of Education toward competency based
teacher education.

Reviewing the analysis of base line data obtained
on the CBTE participants.,

Making a cost analysis based upon progzram goals,
human and material needs and establirhed proposal
guidelines.

Developing a continuous program of public relations
for the CBTE program, the participants, and the

developers.

Providing the necessary information to the adminis~-
traticn, the State Department of Education,
financial grantsmen, educational organizations

and agencies relative to the goals, needs and prog-
ress of the program.

Developing a consciousness of the fact that the
‘1eacher Education Department must ultimately as-
sume total financial responsibility for the opera-
tion of the program; giving verbal and moral com-
mitment to the efforts of its implementation and
being aware at all times as to where the program
is and the direction in which it is moving.

Steering Committee: 1972-1973

1.

2.

Planning inservice fa:ulty meetings for partici- '
pating faculty.

E&anning a presentation for a generzl faculty
meeting.
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Joo PLuming an inscervice meeting with selecteoed
public school pursonnel,

4. Planning an Inscrvice meeting for.the steering

committee with the Syracuse model builders and
implementors.,

Due to an unforeseen problem during the summer of 1972, students
were not contacted regarding participation in the compecency=-based pro-
gram. Thercefore, a shift in projections regarding implementing compo-
nents or ticeld testing modules had to be made. No specific dates were

projected Tor these phases of the program.

Procedures Followed

Each rescarch team member visit followed the same format; a confer-
ence with the project director and conferences with various committees
or faculty members. In the committee reports made ar these meetings,
there was cvidence of planning and the plans covered several types of
contingencies.

During the year, the Liberal Arts faculty involved in providing
course~work in tie School of Education were given joint faculty appoint-
ments in the School of Education. In this way, these faculty members
were responsible in their education assignments to the Chairman of the
Department of Curriculum and Instruction. To avold administrative
divergence and conflict, the departmental chairman assumed responsibil-
ity for supervision of the modularization sections of the competency
based tearher education program. Also, in this way, any faculty re-
sistance to the development of a CBTE program could be handled by an
administrator with University responsibility and authority.

Six modules have been developed and placed in the Consortium

Module Bank. A total of nine research team days were utilized with the
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Tennessee brate University program,

OBJECTIVE

OBJECTTVE

OBJECTIVE

i Discrepancy Analysis

The development of a rationale and genceral objectives f{or
the Competency Based Teacher Education Program. This
objcctive has been exceeded in that there has been also
identified essential program competencies to be obtained
by students involved in the CBTE progran..

To identify and staff{ committees to develop specific area
components, each with f{ts own projections of objectlives

to be met. This objective has been partiaily met in that
ther: has been identified and staffed seven area commit-
tees (Human Relations, Liberal Arts, Prcfessional Core,
Teaching and Practice, Evaluation and Research, Management
and Support, and Steering). However, there are discrepan-
cies in the meeting of the specific area obtjectives
delii.eated by the Committees, in the couponent areas. For
example, due to time conflicts and other demands on parti-
cipating faculty, there has resulted a Jelay in module
development. Six modules have been receivid by Consortium
Central's Module Bank.

To plan and conduct a University wide faculty program on
CBTE. This objective has been met. Reactions given to
the research team member by out-of-the—College-of-Education.

faculty and staff were very positive and much verbal

support of the program was given.
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OBJECTIVE  To Lnventory, organize and make available te all program
particlpants a listing of Tennessee State Urniversity's
Compcgéncy Based Teacher Education Program materials
that ave been purchased and/or collected by the project.
This oblective has been partially met, 1n that there is
an inventory of these materials and the wateriols have
been organized in a "mini-center,'" but the listing of
these materials have not yet been compiled for dissemina-
tion. 1t is anticipated that this will be done at the

end ot the Spring session, and will be veady for total

distribution in the fall of 1973.

Expediting Factors/Problems Encountered

Several expediting factors have been identified at Tennessee State
which will aid in the development of the competency based teacher educa-
tion program. Trere is a working rclationship betwcen the faculty in
Education and the faculty in Arts and Sciences. Thiz is evidenced by
the joint appointment of the liberal arts faculty to the education
faculty, with the responsibility for the education assiznments resting
with the Deparcmental Chairman of Curriculum and Instruction.

Administrative assistance has been reported by the Director in that
the fiscal officer of the institution has asked for budgetary projections
for the competency based teacher education program so that long range
and short range projections of needs can be programmed into the Univer-

sity budget.
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The competency~based program has also been allocated a small
office to use as 2 "mini-center" for the storage of materials and
supplies collected and/or purchased for the program.

Several problems have been identified by the diractor which has
hindered the development of the competency-based program. First is the
lack of support personnel for the program. Such things as basic corre~
spondence has had serious delays, with a letter beinsg typed one day and
the envelope gseveral days later. This problem has been partially alle~
viated by utilizing a business intern.

A more efficient logistical planning pattern must bte developed to
be used in program planning. This would elimirate such problems as
having to cancel the contacting of students last summer due to the fact
that there was no- an approved appropriation allocation from the Dean's
office of twelve dollars. The director has expressed the feeling that

this has delayed student involvement in the CBTE proygram.

Evaluation

Planning strategies have been developed by the faculty at Tennessee
State University. The competency based approach has begun in the School
of Arts and Scieﬁces. There is need for the education program to de-
velop the competency based program within their own departments, in
terms of modularization of the program areas that were projected for
01972-1973, Additional clinical experience sites shou’d be investigated
to be utilized in the CBTE program. Plans should be formulated as to
how these experiences will be supervised as the students begin to demon-

strate their competency in the field.
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Projections

Tt is anticipated that the component area objectlves will be
reviewed, time tables for the achievement of objectives revised, and
further responsibilities delincated during the summers and the fall of
1973, This will allow for program development in the School of Educa=
Lion.  fhe organization of the various component commit!ees will be

Investigated so as to obtuin maximum utilization of faculty and faculty

involvement in the development of the program.
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JARVIS CHRISTIAN COLLEGE
Hawkins, Texas

Project Director - Dr. M. L. Lanier

Description of Institution

Jarvls Chri:tiun College is located ¢t Hawkins, Texas. it is an
independent, private, church related college. It is affiliated with
Texas Christian University. The college has recelvea increased support
from foundations, having recelved approximately $2,000,)00 for the
development of modern campus facilities in the last 5 years. The col-
lege has approximately 700 students and approximately sixty faculty -

members. The student body is predominantly black.

Description of Project

Jarvis Christian College adopted the following objzctives for 1972-

1973:

1. To begin to identify competencies and to write behavioral
objcctives and modules in elementary and secondary edu-
cation in the course areas of general methods, reading,
language arts, children's literature, social studies,
science, mathematics, health and physicil education,
art and music.

2. To develop a modularized competency based program in the
teaching of media.

3. To establish a learning center that would contain
hardware, provisions for creation of software, preview
rcom, television for micro-teaching, module storage,
and curriculum laboratory.

4, To develop a plan for a sequential program in the educa-
tion of teachers and to begin develouping competencies

and modules for the program.

5. To develop committees to manage the development of compe-
tencies and modules for the sequential program and to
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develop the dates for submission of competencies and
modu'es for adoption into the program.

6. To develop a long range plan for conversion to compe-
tency based teacher education by 1975.

7. To plan for the development of public scnocls for
portal schools utilizing the Jarvis Christian College
Teacher Center which is part of the Texas T2acher
Center Project.

Procedures Developed

Jarvis Christian College began the plans for the design and
development of the program in a faculty two-day conference on August 21
and 22, 1972. All members of the faculty were in attendance at this
meeting. The President and the Dean of Instruction als> attended the
conference. The conference began with a general orientation to compe-~
tency based teacher education. The faculty also engaged in a faculty
development worlshop relative to the designing and ovperationalizing of
competencies and the development of modules. The fuaculty also designed
a plan for the development and implementation of competencies, and the
writing of modules. Committees were established to place the plan in
operation and times were charted for various tasks to he completed.

The facultv and administration adopted the sequential plan of
teacher aide, tutor, assisting teacher and associate teacher for the
development and implementation of competencies. Tie plan adopted re-
quired that thirty competencies would be developed a: the aide level
by December 20, 1972, and field tested during the second semester of
1972-1973.

Faculty members were requested to begin the development of compe-
fencies and to proceed with the development of wodules in the framework

of the present course structure. The competencies developed were to be
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incorporated intc the program at the associate teacher level at a later
date. The competencies were to be developed in the first scmester,
1972 and field tested during the second semester of 1972-1973,

Competencies and modules for the tutor and assistiag teacher
levels were to be developed during the second semester of 1972-1973 and
ficld tested during the fall of 1973. The plan develoj.ed would place
the competency bused program Into operation in the 1975 fall term.

In addition to the committecs which were appointed to develop the
sequential program described above, a committee was c¢stablished to re-
view the modules, accept the modules and to incorporate the modules into
the teacher education program.

The Jarvis Christian Teacher Center was to plan for participation
in the designing of competencies and in-service programs.for teachers
throughout the service area of the center. The faculty indicated that
they felt it important that public school teachers be involved in the

development of competencies.

Discrepancy Analysis

The faculty has not been able to adhere to the schedule which they
developed in August for the development for the year. Some competencies
and modules have been developed or are under develcpment according to
information provided to the research team in March, 1673. A summary of

the report is provided below:

Modules Modules Under

Department Completi:d Development
Art 0 1
Foreign Language 1 1
Music 2 1
Religion 0 2
English 6 2
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Modules Modules Under
Department Completed Development

Speech
Mathematics
Biology
Chemistry
Business and Economics
History and Political Science
Sociology
Education
Educational Media 2
Measurement & Evaluation
Health and Physical Education
History and Philosophy
Librarianship
Educational Psychology
Developmental Reading
Teaching Reading in El. School 21
Total 84
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The competencies and modules above appear to have been developed at
all levels in the program. The research team was not provided any com~
petencies or modiles designed specifically for the teacher aide or tutor
level.

Personal interview techniques were employed to ascertain how the
learning center was utilized with regard to the modularized program.
Micro-teaching is not employed extensively in the teacier education pro-
gram although there are equipment and studios available for use on the
campus. Two of the modules under developmentbof completed indicate use
of VIR equipment. One of these modules is in thé department of education.
Some of the modules and the accompanying software are stored in the
learning center.

Many of the modules developed are programmed learning which may
lead to the attainment of some competency. The competencies have not
been designed. Many of the modules do not follow the format of CBTE as

defined by the Consortium. This is partially due to the use of some
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modules developed by Weber State College and experimental modules from
Michigan State.

The spring {aculty workshop of two days was devoted o the develop-
ment of the program. During this period, the faculty members worked on
the development and competencies and modules.

Administration support of the program appears evident. The
Chafrman of the Department of Education was given responsibility for
the development of the competency based program at the fall conference
by the President. The Dean of Instruction was present at the conference.
The Chairman of the Department of Education has alsc been delegated the

responsibility for the developmeat of the teacher center.

Expediting Factors/Problems Encounterec

Factors contributing to the development of the program are the
intense professional commitment of the faculty. The faculty is smail;
.therefore, communication should be less of a probler. Another expedit-

ing factor is the .dministrative support of the development program.
Problems encountered include more exposure to facilty aevelopment
programs such as the use of micro-teaching techniques, simulation, use
of media and the development of competencies. There needs to be a
coordinated effort to develop a total Jarvis plan for the training of
teachers either through task analysis or by the development of a system
of competencies. The learning center needs more space and there is a
need for some coordination and planning to create the center as a. '""hub"
in which a competency based program can operate. Th: curriculum
laboratory needs expansion and materials and equipment. Some modules

are stored in the learning center but others are located within separate
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departments. The college is in need of funds, particularly to continue
with the development of the learning center and for the preparation of
software for the modules. The termination of the Teacher Center at

the cloge of the 1972-73 school year will provide less impetus to the

development of the program.

Evaluation

Jarvis Christian has begun to identify competencies and to write
behavioral objectives and modules. Approximately eighty=five modules
are under development or have been completed. Approximately thirty of
these eighty-five modules are in the area of media :ind the media pro-
gram has been competency based. A full-time secretary is needed to
assist in the management of the program. Although there are some prob-
lems with regard to ftacilities and budget, the learning center has been
established and is functioning.

A plan has been developed for a sequential program for training
teachers. The institution has not begun developing competencies and
modules following a coordinated plan. A central commi:tee has been
established to manage the development and quality of the competencies
and modules. Fvidence indicates that the committee is, not functioning,
or at least, there have been no formal meetings of the committee to
develop the program.

The dates for the plan for implementation by the Texas Education
Agency has been changed from 1975 to 1978. Meetings have been held
through the Teacher Center this year. However, no competencies have
been providel to the research team that have been developed by this

group.
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Prolection

The faculty and administration at Jarvis Christ’/ar College will
continue to progress in the development of a competency based teacher

education program.
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UNIVERSITY OF SOUTH ALABAMA
Mobile, Alabama

Dr. Howard Fortney =~ Consortium Representative
Dr. Wilma Schriver ~ CBTE Committee Chairman

Description of Institution

The University of South Alabama, located on a 1200 acre campus in
west Mobile, was created by an act of the Alabama State Legislature in
May, 1963. Under the present organization, there are four Colleges
(Arts & Scienceé, Business and Management, Education, Medicine) and one
division (Engineering). Within the College of Educatién there are
seven departments and the Center for Program Development and Special
Projects. The Cnmpetency Based Teacher Education Program will be an
interdepartmental and intradepartmental program covering all areas of

study.

Description of Project

The 1972-1973 year was the initial associate membership year in the
Consortium of Scuthern Colleges for Teacher Educatioa; therefore, the
project objectives were limited in nature. The focus of the faculty
and staff of the College of Education was on obtaining basic data on-
competency based teacher education and the identifying of institutional
patterns and procedures that could be utilized in developing a CBTE
program. Several departments of the institution volunteered to begin

the identification of specific competencies.

Procedures Used

At the beginning of the fall quarter, a faculty development con-

ference was conducted by the research team aimed at providing the
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College of Bducation faculty and staff with the basic concepts and
clements of competency-based teacher education. Shortly after this
faculty development conference, a one day retreat was held. Several
decisions were miade by the faculty at this time; first, that a "broken
front" approach would be utilized to develop the CBTE program. Six of
the seven departments of the college (elementary education; secondary
education; health, physical education and recreation; counselor educa-
tion; educational media; and special education) would begin to develop
competencies within their own departments, with the remaining depart-
ment (foundations of education) working with other departmental commit-
tees. The staff of the Center for Program Development and Special
Projects will also work with departmental committees. The second
decision was an agreement to submit a Cycle VIII Teacher Corps proposal,
which, if funded, would serve as the beginning of a secuential conversion
process for the total teacher education program to CBTE.

Each department has been scheduling periodic meetings throughout
the year, reviewing current literature in their field on CBTE and iden-
tifying core competencies. Several departments have begun initial
field components or have developed modules within courses. For eXample,
the counselor education program has initiated simulation activities inta
their program bz2ginning with the introductory course work. In elemen-
tary education, a pilot group of 41 students were introduced to the
concept of CBTE in the area of Children's Literatuvre. A specified
competency was required and a sequence of four enabling modules was
developed that students could utilize to attain the specified competency.

A review of present field experiences has been nade in terms of

location, types of activities to be carried on, and plans made for the
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supervision of students on site. Several of the departments have
revised the reporting forms used with such clinical experiences.

A Liaison Committee has been established for Competency-Based
Teacher Education, consisting of one representative of each of the
College of Education departments. This committee is charged with the
goal of designin;; and developing the CBTE program at the University.
This committee has assumed its responsibility by publishing a Newsletter
for the faculty and staff containing information on CBTE publications
and materials. The committee has also coordinated a second, one-day
retreat for the faculty duting the spring of 1973. Dr. Charles E.
Johnson, of the University of Georgia, wae the featured sﬁeaker and
provided input fur program development iﬁ CBTE.

A total of seven research team days‘have been devoted to the

development of the South Alabama program.

Discrepancy Analysis

All o>f the initial project goals for the University of South
Alabama have beea met. Necessary basic data has been gathered. 1In the
Education Curriculum Library a collection of materials and resources
on CBTE has been developed. This collection is being catalogued and
made available to all University of South Alabama faculty, staff and
students. The institutional pattern for training teachers has been
identified for the development of the program and has been operational-
ized by means of the Liaiscn Committeé, representing the various educa-

tion departments.
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gxpediting Factors/Problems Encountered

The major expediting factor that has allowed much of the prégram
development has been the initiation of the Teacher Corps Cycle VIII
proposal. 1In developing the proposal, the faculty has focused on the
development of the CBTE program in a sequential manner and has had to
begin to identify needed competencies for proposed Corbsmembers.

The State Department of Education mandate regacding the adjudica-
tion of competency before certification has also been an expediting
factor in the CBTE program. University administrative assistance for
development of the program is evidenced by releasing faculty and staff
for two "retreat days' and appointing nominated departmental representa-

tives to the CBTE Liaison Committee.

Evaluation

As the newest school associated with the Consortium of Southern
Colleges for Teacher Education, the University of South.Alabama has made
excellent progress during the past year. If placed on the modified
Cruickshank schema, it would fall between the DESIGN and DEVELOPMENT
stages of program development. There has been inter- and intradépart—
mental faculty exchanges and meetings in the School of Education to
facilitate program development. Administrative asgistance has been

evidenced in several ways.

froigctions
With the funding of the Teacher Corps project {Cycle VIII), there
will be implementation of several components of the CBTE program during
the 1973-1974 year. Additional field experiences will be developed for

use by students in the regular elementary and seconaary programs.
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Investigation will be made into the utilization of clinical professors
to supervise the field experiences and to adjudicate the competencies

of the undergraduates.
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SHAW UNIVERSITY
Raleigh, North Carolina

Project Director - Dr. N. M. McMillan

Description of Institution

Shaw University is located in downtown Raleigh, Ncrth Carolina.
[t was founded in 1865 and has a long tradition in the training of
teachers. 1t is a co-educational, liberal arts college enrolling
approximately 1,000 students. Teacher education has been deemphasized
in recent years, with the college concentrating on libecal arts. It

graduates approximately one hundred teachers each year.

Description of Project
The project director and staff at Shaw University developed the

following objectives for the 1972-73 year:

1. To develop and implement a plan for competency based
teacher education at Shaw University to meet the requirement
of the North Carolina State Department of Public Instruction
for conversion to CBTE by 1980.

2. To engaze in a faculty development program in CBTE so that
the faculty would be cognizant of the technique of develop-
ing competencies and modules.

3. To develop competencies and modules suitable for a CBTE
program. :

Procedures Followed

Shaw developed its plan for the year utilizing the research team
as consultants in working with the project director and with the
director of development at the university. The pian involved the fol-

lowing activities:
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L. Planning meetings with the research team, project director,
and director of development.

2. Conducting a retreat of selected faculty members to orient
the group to CBTE and to establish committees to develop
and implement a plan for CBTE.

3. Conducting a conference for the entire faculty of the uni-
versity to orient them to competency based teacher education.

4. To have the committees develop competencies and modules for
competency based teacher education.

The research team scheduled ten consultant days to assist in the

attainment of the objectives.

Discrepancy Analysis

The faculty has been unable to develop the competencies and modules
for the competency based program in the spring of 1973. The committee
will continue to work on this aspect of the program during the summer

of 1973 and be ready to implement a pilot program in the fall of 1973.

Expediting Factors/Problems Encountered

An expediting factor at Shaw is the rapport of the faculty and the
interest of the committees in establishing CBTE at Shaw. The faculty
has a sense of responsibility for the institution and its program.

Shaw University has suffered financial reverses in the last two
years. Because of the lack of funds, approximately twenty faculty mem-
bers have been dismissed. Another problem was the sudden death of the
head of teacher education. These two factors creacted a situation in
which the department of teacher education lost its entire faculty, with
the exception of the project direéctor. The faculty nembers who left
were replaced with part-time faculty members. This has not produced a

situation which is conducive to program development. In addition,
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these problems also served to stifle the development of the CBTE

programs that had been planned previously.

Evaluation
A plan was developed By a group of the faculty at a retreat held
on March 23 and 24. | |
The group decided that implementation of Competency Based Teacher
‘Education at Shaw University should start with the professional program
which would include the following areas and courses:
Methods in the following areas:
Early Childhood Education
Elementary Education

Secondary Education

Professional Courses:

Introduction to Education Elementary Health, Physical
Educational Psychology Education and Recreation
Adolescent Psychology Secondary Health, Physical
Child Psychology Education anc Recreation
Role of the Teacher Teaching Individual, Dual
Media and Team Sports
Educational Seminar Adaptative Physical Education

Schedule for Implementing a Competency Based Teacher Education

Program at Shaw University:

Remainder of 1973 1973-1974
Appointment of committees to Continue development of modules

develop modules (start) for
professional courses

1974-1975 1975

Pilot programs Operatiorial in professional
sequence

1975-1976 1978

Begin develiopment in School i:f Program will be operational in

of Arts and Sciences all "areas.
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Levels will be used as published in the 1971 Model that are
roughly comparab.e to the Teacher Aide, Tutor, Assistant Teacher,
Associate Teacher, and Student Teacher (Levels 1, I1, III, IV, V).

The following committees were appointed and the responsibilities

delineated as follows:

Levels Committee

Write job descriptions for Levels I, II, I1I, IV and V.
Delineate competencies.

Write modules.

. Request modules from other faculty members.

&SN -
.

Evaluation Committee

=
.

Plan procedures for acceptance of competencies.
2. Plan evaluative procedures for testing of competencies and
modules.

Clinical Experience Committee

1. Get commitment from the superintendents for clinical expe-
rienceés. ’

2. Logistics
a. Transportation
b. Supervision

3. In-service education for teachers in school.

4. Tn-service education for administrators.

5. Work in conjunction with Raleigh Consortium of Colleges.

Learning Center Committee

Define and identify site.
Plan facility

Plan for personnel

Plan for budget.

Secure materials

a. Videotape recorders
b. Studios

c. Carrels

d. Curriculum laboratory
e. Media center

f. Preview room

g. Preparation of software
6. Develop policies

V> =

A faculty development conference was schedulad for the entire uni-

versity faculty so that they would be aware of the movement toward CB1E.
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There is already some development of CBTE in the arts and sciences
areas. The science department is developing a modularized science
program in general education under the auspices of a graunt from the
National Science Foundation.

The objective to develop competencies and modules has not been
met. There have been no competencies or mo&ules developed in the area

of teacher education.

Projection

Barring further financial difficulties and loss of trained
faculty in CBTE, it would appear'that CBTE can become a reality at
Shaw University. The faculty is enthusiastic and responsible and, if
the committees adhere to their function, the framework has been estab-

lished to devélop the program.
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CLARK COLLEGE
Atlanta, Georgia

Project Director - Mr. John Thompkins

Descriggion of Institution

Clark College is located in Atlanta, Georgla. It is a private
church affiliated institution and is part of the Atlanta University
Complex. This affiliation enables the institution to share resources
and facilities with a number of colleges and universities located in
this arca. The institution has an enrollment of approximately 1,000
students, and can be classified as a predomihately blacik school. The

college concentrates in the areas of liberal arts and teacher education.

Description of Project

Clark College established the following organizational chart in
1971 as the model for CCTEM (Clark College Teacher Ecducation Model).
{See Figure 1, following page.)

fhe following competencies were éstablished in that same report:

Competency vo. 1: The student should demonstrate that he is an
acceptable, adaptable, and productive person. When a pros-
pective teacher has this competency he has acquired those
behaviors which demonstrate that he accepts himself and
is aware of his own values and at the same time is cognizant
that other individuals/groups may hold contrasting values
which must be understood and respected.

Competency No. 2: The student should acquire an awareness, a
concern, and a sense of responsibility in regsrd to perennial
human »roblems, contemporary events, issues and problems by
studying languages, the humanities*, social and natural
sciences, ancient and/or modern civilization, and profes-
sional/specialized ecducation coutses. '

*The humanities core is being revised. It will probably include
traditional as well as nontraditional humanities courses.
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FIGURE 1

ORGANIZATION CHART FOR

THE PROFESSIONAL EDUCATION COMPONENT
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Educational Environment
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Introduction to Education

JUNIOR YEAR

Human Growth and Development
Educational Psychology

SENIOR YEAR

Curriculum
School and Society Student Teaching
Media
[: Analysis of Teaching
Microteaching
Simulatiom.
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Competency No. 3:  The student should be able o identify the

theoretical basis undergirding professional knowledge and
demonstrate that he/she knows how to use it as well as
evaluate its use in real life situations.

Competency No. 4: The student should demonstrate that he

knows how to acquire knowledge and how to use it. With
this competency a prospective teacher should be able to
acquire the skills to help him learn for himself that
which is needed to become a "lifetime student." Further,
students should realize the total teachér education expe-
rience as being coherent, cumulative, and unified.

Competency No. 5: The stuceut should be able to demonstrate

that he is competent to handle responsibly controversial
issues as they might arise. With this competercy the
prospective teacher should be able to do the following:
(1) create in the classroom an atmosphere of fireedom for
students to raise questions dealing with critical issues
of the time; (2) be able to express his or her opinions
on controversial issues substantiated by facts and/or
credible evidence; (3) uphold, protect, and defend the
fundamental freedoms as documented in the history of our
country.

With regard to the projected plans Clark College developed the

following objectives for 1972-1973:

1.

w

To develop sub-competencies relating to the above list of
competencies or to operationalize the competencies.

To develop and to utilize a modular approach leading to the
attainment of competencies.

To continue coalitions which assist in the development
of competency based teacher education.

To develop and to implement a series of clinical experi-
ences which relate tc the above model and to the com-
petencies.

To develop simulated experiences relating tc the com~
petencies. '

Procedures Developed

The Department of Education initiated the following mini-project

in December, 1972:
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Mini-project Report (Clark College)

Project Title: TIdentifying Characteristics of Elementary School
Teachers That Enhance the Learning Frocess of
Elementary School Children. -

Purpose: (1) To provide data that can be utilized by tha: Clark
College Elementary Teacher Education Model (CCETEM)
that will aid in preparing teachers that are more
knowledgeable of child development and the learning
proress.

(2) To place beginning elementary educatioa majors
(freshmen) in learning situations to learn about
themselves and children.

(3) To analyze the role and function of the teacher.

(4) To identify problems that children have in school and
out.

(5) To provide students with an opportunity to disprove
the myths that exist in the literature relative to
Black children in inner city schools.

(6) To evaluate busing (desegregation) in terms of pupil
growth (to include the three domains of learning).

(7) To e¢scertain if teaching is really what they want to.do.

(8) To bridge the gap between the college classroom and
the real world.

(9) To give college students an opportunity to do active
research. ‘

Procedure:

Six elementary education majors (freshmen) were chosen randomly
to participate in a tutorial program in the inner city. Each student
was enrolled in the introductory course of their major. Each student
spent approximat:ly 2 1/2 hours per week for twelve (12) weeks tutoring
elementary school students. ,

The elementary school students (Black). were not selected but as-
signed by presence. These elementary school students were being
bussed daily to white schools outside of their community.

Each college student worked with a small group of children, usu-
ally consisting of 4-5 children. !

It may be of interest to note that the school (wheare the tutoring
classes were held) was the same school where most of tile students were
transferred from.

The college students were to help the children with academic
problems mainly in readihg, arithmetic and science.

A log was required by the college students to include their
observations related to each child they tutored. They were used to
observe particularly the child's behavior before, during and after
each session. After each session, the college students discussed
their experiences with the principal investigator.

In addition, the principal investigator observed the students
during the tutoring sessiomns.
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Also, college students were required to write an analysis of
what they experienced and what they felt teachers neede:d to know
about these children in order to enhance thelr learnlng.

Results:

Each colleg¢ student has been interviewed by the principal

investigator; logs and additional information have been collected;

however, the data has not been compiled and will be forthcoming as
soon as possible.

In addition to the above mini-project, some simulated experiences
were designed in conjunction with an early childhood ceater in which
ybung children were brought to the campus periodically. Video taping
equipment was utilized as the college students worked with the voung

children. The tapes were analyzed in order to improve teaching styles.

Discrepancy Analysis

The faculty has been unable to develop sub-competencies relating
to the competencies delineated in the projected plan. Personal inter-
view techniques with the project director indicated that no modules have
been written this year. Some modules have been written in previous
years and are still in use. The project director has been working this
year with the ﬁniversity of Georgia (Atlanta) Teacher Cofps Project
in conducting on-site instruction for interns in public schools. This
program is to be competency based; however, no competericies were

provided.

Expediting Factors/Problems Encountered

Clark College is very small and the faculty in the department of
education have offices very close to one another. Communication should
be no problem. The office of the chairman of the department is lo-

cated in this same suite. The college has recently acquired some new
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facilities in the area of media and learning resources. This center is
located in the new science building. The director indicated that some
problem had been encountered relating to the lack of funds. It was
not possible for the research team to interview the chairman of the

department of education,

Evaluation

Clark College has developed a series of clinical experiences for
elementary teachers. The clinical experiences have been successful as
revealed in interviews with principal and teachers in the public schools.
In addition, simulated teaching experiences are provided in an early
childhood center.

The college did not meet the objectives relating to the specifica=~
tion of competencies and to the development of a modular approach. The

research team was provided with the following syllabus:

Name of Course -~ Early Childhood Curriculum
Jnstructor - Jchn H. Thompking
Department - Education

1. Course Objectives

Students will be able to help children to:

1. Use and manage their bodies with more skill and a growing
sense nf achievement and confidence, and develop healthful
habits of play, rest, elimination, and eating;

2. Extend their interest and understanding of the world about
them by investigating and experimenting, and by thinking
about some relationships they discover in their environment;

3. Work and play productively with other children, acquire some
independerice, and communicate their feelings with other
children and adults;

4, Express themselves creatively and spontaneously through art

(buijding, modeling, painting), music (rhythms, singing), and
language (conversation, storytelling, and dramatic play);
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S. Enjoy browsing, listening, observing, exploring, making
plans, discussing experiences, and accomplishirg tasks
important to them;

6. Grow into a deeper sense of accomplishment'and self-esteem.

1.2 Purpose Taken From the Institutional Self Study - 1968

1. To reach and/or improve all basic skills of communication
(viewing, listening, speaking, reading, writing) that are
requisite for coping with the explosion of knowledge and
ideas in a rapidly changing society.

2. To form the habit of using the method of scienrtific inquiry
as a basis for developing critical thinking abilities and
making judgments.

3. To develop study skills essential to optimum learning that
will continue after graduation from collegs.

4., To learn and understand discipline and Elementary and Early
Childhood Education by studying its: facts, concepts

structure, principles and social implicatioms.

Departmental Objectives

1. To develop those behaviors which might assist students in
becoming productive, coping, professionally oriented teachers
in a pluralistic society. '

2. To provide prospective teachers opportunity to gain knowledge
of certain professional understandings (Child Growth and
Development) and "know-how."

3. To develop some strategies for dealing with interpersonal
relationships and/or group dynamics in a most positive
manner.

1.3 How Does This Course Relate to Other Courses in the Department

This course, Early Childhecod Curriculum, provides the basic
framework of Early Childhood Education. This course is basic to
all other courses in the department. Special emphasis is placed
on child development and psychology. It is from this course that
specific knowledge, concepts, principles and competencies are
derived that will enable students to perform/understand better

in future education courses and/or teaching/learring situations.

2, Basic Concepts and Skills Relative to Content and Teaching Strategy

Concepts:

(a) History of education
(b) Philosophy and aims of Early Childhood Fducation
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2.1

(¢)

Administrative and curriculum

(d) Education as a profession

Skills:

(a) Critical reading, thinking and discussion skills in Early
Child Education

(b) The ability to locate information on Early Child Education

(c) The ability to select and evaluate materials in Early
Childhood Education

(d) The ability to organize Early Childhood materizls

(e) The ability to give oral and written directions

(f) The ability to handle responsible controversial issues as
they might arise particularly in Early Childhood Education

(g) The ability to understand himself in relationship to his
environment

(h) The ability to help children develop wholesome '"self concepts"

Method of Instruction - Teaching Strategy

(a)
(b)
(c)
(d)

(e)
()
(g)
(h)
(i)

The

Class discussion

Tndividual/group projects/reports

Selected reading assignments other than textbook

Field trips to various elementary schools, nurseries, day
care centers

Use of films, tapes, and other educational media

Use of regular (non-college) day care and nursery personnel
Lecture and demonstration

Observation of children in pre-school settings

Examination

teacher will use a combination of both inductive and deductive

procedures in problems solving to assist students in discerning

the

component parts of education as a discipline.

Course Content Related to Identified Talents

(a)
(b)

~~
¢
~s

(d)

Academic - observable knowledge of subject area.
Communicative - through discussing, writing, recording,
debating, reading, and listening, the student will enhance his
communicative skills and ahility.

Decision Making - the student will decide the follow1ng

(1) What he wants to read/report/wrlte on

(2) Project(s)

(3) site visits

(4) Content of course

(5) Evaluation

Predicting - Because the student had had certain experiences,
he can predict with little difficulty the following:

(1) What he really wants to do

(2) Where he wants to go

(3) What really makes him "feel good"

(4) What and/or how he feels about children
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(e} Creativity - The student will have opportunity to develop
himself concerning society and recommend changes for the
betterment of man. Each student will be given an opportunity
to create, design, and demonstrate a teaching aid.

3.1 Provisions for Individual Differences

Students will be provided with experiences that will meet their
level(s) of achicvement. Class activities/experiences will be
programmed according to individuals and not groups. However,
therc will ce group activities and projects.

3.2 Library Use

Students will be required and encouraged to use the library
regularly ba<ed upon assignments, activities and projects.

4. Student Achievement

Course objectives may/may not change according to the performance
ot students. Evaluation will be determined by the following:

(a) Performance with children - 25%
(b) Discussion - 25%
(c) Group project(s) - 5%
(d) Class Participation - 5%
(e) Individual assignments - 57
(f) Field trips - 15%

Note: Particular attention will be placed upon the cognitive,
psychomotor, and affective domains.

The syllabus seems to indicate that the college program is an
excellent conventional program with clinical experiences. However, the
question is how the clinical experiences relate to the attainment of
competency if the competencies are not delineated. The lack of the
development of a modular defining system and the lack of specified
competencies wculd seem to suggest that the program is not proceeding
in the direction of CBTE as defined by the Consortium or by the litera-

ture.
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NORTH CAROLINA CENTRAL UNIVERSITY
Durham, North Carolina

Project Directors: Dr. Norman C. Johnson
' and Dr. C. James Dyer

Description of Institution

North Carolina Central University is a five-year, state-supported
college chartered to provide instruction in the arts and sciences; to
train teachers, supervisors, and administrators for public schools; and
to provide such graduate and professional training as approved by the
Board of Education. The forty building campus is located on a 72 acre
plot in Durham, North Carolina, an urban area which has a population of
100,000.

The student body of North Carolina Central University consists of
approximately 3,700 students, the majority of whom are black, recruited
largely from the North Carolina public schools.

The institution was chartered in 1909 as a private Institution and
was known as the National Religious Training School and Chautauqua. The
early years of the institution were characterized by a wealth of en-
thusiasm and high endeavor, but not of money. In 1915 the school was
sold and reorganized, then becoming the National Training School.

In 1923 the school was purchased by the State and became Durham
State Normal School. Two years later in 1925, it was ccnverted into
the North Carolina College for Negroes.

The first four-year college class was graduated in 1929.

Description of Project

North Carolina Central University adopted the following objectives
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for 1972-73:

1. To field-test, evaluate, and revise three modularized
introductory courses in the professional sequence and the
senior semester student teaching block.

2. To develop a management system.

3. To continue faculty development.

4. To expand the services of a learning laboratory.

5. To develop and implement a human relations component.

6. To plan for the development of portal schools.

7. To develop a system for student evaluation of modules,
cornonents, and clusters.

North Carolina Central University serves as Consortium Central for
The Consortium of Southern Colleges for Teacher Education (see Goal II).
This functicn adds duties and objectives in addition to the ones listed

above.

Procedures Developed

The major coacern of the Competency-based program at North Carolina
Central University during the academic year 1972-1973 has been the field
testing and revision of a four-year sequence of field experiences that
is designed to prepare teachers who demonstrate their competency in
terms of agreed upon behaviors. This necessitates a continuing in-
service training of college personnel in terms of management design,
evaluation techniques, curriculum development and instructional material
development or acquisition. This in-service activity at NCCU is accom-
plished through institutes, workshops, conferences, znd site visits.
Site visits within the Consortium have included Livingston University,
Florida A & M University, Clark College, South Carolina State University.

Site visits outside the Consortium have virtually covered the nation.
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In addition, North Carolina Central University has been visited
by representatives from almost every institution in the Conzortium.

North Carolina Central University has developed a systemn for
student evaluation and input. This system allows for a two day session
each term for student reaction and interaction.

The feedback from the public schools, to this poi:.t, has been on
an informal ba~is but very positive and very encouraging.

The administration within Teacher Education is very actively
involved in the development of the competency~based program. The head
of the department serves as the institutional director for CBTE, is the
institutional representative on the Board of Directors for the Consortium
of Southern Colleges for Teacher Education and serves as Chairman of that
Board. The cordinator for elementary education at North Carolina
Central University serves as Director for the Cunsortium on a half-time
basis. Both of these incdividuals have been used ex.ensively, nation-
wide as consultants for programs developing a competen:y-based teacher

education model.

Discrepancy Analysis

North Carolina Central University listed seven major objectives
for the 1972-1973 academic year. All of these obj:ctives were realized,
at least to some degree.

Objective 1: To field test, evaluate, and revite three modu-
larized introductory courses in the professional
sequence and the senior semester student teaching
block.

Assessment All the students enrolled in elementary education at

North Carolina Central Universi:y are processed
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through these areas in sequence. To date, fifty~-
eight students have gone through thc modularized
senior semester student teaching block. All three
areas are constantly revised to reflect the evalua-
tive data.

Objecigye 2: To develop a management system.

Assessm;nt: (1) NCCU has instituted a computeriza:d program for

trackine students.

(2) They have developed faculty '"teams" for cluster
administration.

(3) They are experimenting with f redback systems.

Objective 3: To continue faculty development.

Assessment: The entire elementary education faculty was afforded
the opportunity to participate in s.minars, confer-
ences, workshops and site visits. 1In addition, out-
side consultants were brought on campus for specific
areas of concern.

Objective 4: To expand the services of a learniny laboratory.

Assessrent: NCCU has put forth an effort to expand the hardware
for a learning laboratory. They are moving toward an
operations center concept. Theyv are, however,
severely hampered by space prob"ems. The space
allotted at the present time is nct sufficient for
an operational learning laborator:.

Objective 5: To develop and implement a human relations comporent.

Assessm.nt: The human relations component at NCCU is to be

"streamed" throughout the four year program. The
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development of this program is near completion and
should be operationalized in the 1975-74 aca&emic
year.

Objective J: To plan for the development of portal schools.
Assessment : The plans for the development of portal schools are
| not firm at this writing. They do p.an to be

operational sométime in late 1974.

Objective 7: To develop a system for student evaluation cof modules,
components, and clusters.

Assessment: NCCU schedules two days each term for student
evaluation of modules, components, and clusters as

well as the program in general.

Expediting Factors/Problems Encountered

One of the greatest influences on the development 9f a competency-
based teacher elucation program at North Carolina Central University
appears to be the fact that Consortium Central is lccated there. This
seems to be both an expediting factor and a problem. I+ affords access
to materials and information but at the same time is a irain on human
resources. Much of the time of the members of the development staff
also involved rith Consortium Central is taken up with administrative
details of the Consortium (see Goal II for fgrther discussion).

Another problem referred to earlier is the ratier severe lack of
space on campus. There i5 very little space that can be allocated for
individual student activities.

Probatly the greatest expediting factor is the eathusiasm of the

faculty. Thoey have shown a willingness to work long, hard hours.

122




Evaluation
North Carol.na Central University is making significant progress

in the design, development, evaluation and implementatlon of a competency

based teacher education program. The program does not as yet meet all

the elements for CBTE as defined by AACTE but they are mal'ing deliberate

progress toward those standards.
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Summary, Conclusions and Recommendations

Summary

The Consortium of Southern Colleges for Teacher Education was
funded by the National Center for Educational Resear :h and Development
(National Institute for Education) for a proposal entitled Development

and Effecti&%ness of Competency Based Teacher Education Programs in

Emerging Instituticns. The consortium employed a rescarch team to

develop the ob‘ectives in the project in working with Consortium schools.
The research team, with the aid of consultants, grouned the objectives
presented in thé original project into four major "goals." The first
goal was '"to design, develop, implement, and evaluate competency based
teacher education programs at Consortium schools.' The procedures
developed for attaining the goal provided for latitude among the con-
sortium school: and utilized the Cruickshank design and Stufflebeam's
CIPP Process as guides in developing the process fo: fulfilling tﬁe goal,

The consortium research and .development team tiaveled to the
consortium schools and assisted in setting up the objezxtives for each
school for the year. Once the objectives‘had been delineated, the R & D
team assisted the schools in faculty development programs at the
director's invitation in order_that each school might reach the objec-
tives delineated for the year. The R & D team als> provided assistance
to the schools in the solving of problems associated with the develop-
ment of the programs,

A re»rort on the objectives for the year'of eaclt. school within the
Consortium aas been provided and an analysls completed relative to the

progress of each school in the attainment of those objectives. A
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summary of the relative progress of each school is provided by the chart
on page 125.
The chart of the relative progress of the schools -eveals that

Norfolk State College, North Carolina Central University, Xavier Uni-

Florida A & M Un_.versity are in the implementation and evaluation

stages. All of the other schools are in the developriental stage.

"It should be noted that Prairie View A & M College, Pemhroke State

O
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University and the University of South Alabama have been members of

the consortium for only one year.

Conclusions
The following conclusions have been drawn by the research team
from the experience of working with the consortium or srhools this past
year:
1. Progress in the adoption of programs at a collnge seems to
be rala+ed to the amount of involvement and commitment of the
faculty. Those colleges which were the most successful in
fusing even very small groups of faculties into working teams
were fhose schools that seemed to get the most commitment
and, therefore, the most progress.
2. There does not seem to be a relationship betwz=en the wealth
£
of a college and the development of competency based programs.
Some of the poorest colleges made the most progress. There is
a point, however, in which relatively small sums of money,
primarily for equipment and software, can mate a very great
difference in the progress of a program, onc2 that program is

uader development.
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Those colleges that have made the most progress seem to have
administrative heads that are very closely related to the
development of competency based teacher educat.on. The
administrative head should be closely involved with the
program and work closely with the faculty as they develop the
progra. Administrative commitment to the development of the
program and support for the program developmnent is esseﬁtial
for progress. Those colleges who had faculty members without
administrative responsibilities directing the j'roject made
less progress generally than other schools.

The assistance provided by Consortium members was essential
to the new schools admitted to the Consortium. Those schools
that made the most use of consortium developed materials and
the expertise of the other schools in the Consortium made the
most progress in the development of their own »>rograms. Some
of these schools surpassed some of the original Consortium
schools in the development of programs.

Faculty development is essential to the development of compe-
tency based teacher education. College fa:ulties require in-
service education at every phase of the development. The
concepts utilized in competency based prograns require a
complete reorientation of the college faculty as well as re-
traiiing programs for college faculties.

It would appear that there are phases through which a faculty
prcceeds as they develop competency based programs. The first
phase can be described as one of establish.ng communication

with one another, learning to werk in tearns, and establishing
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security relative to experimentation., 7The research team feels
that there are other phases, but that these ph: ses are less

well-defined at this point.

Recommendations

The es*ablishment of consortium of colleges for the development
of competency based teacher education appears to be a viable
means of gaining impetus for the development of programs in
colleges and universities.

Further studies should be initiated into curri~ulum chénge in
college instruction in order to determine if 2 planned program
for ctinge can be derived which can be utilized by colleges

and universities in attempting to improve thteir programs.

The federal government should consider the ~dvisability of
providing relatively small sums of money to colleges and
universities for equipment and software that a:e related to

the development of competency based teacher education. The
money for equipment should be attached to faculty development
programs with follow-up research in order to ascertain if the
faculty development programs have resulted in behavioral

change.

The directors of projects for competency basel teacher education
shou. d have administrative responsibility but should demonstrate
that the primary administrative responsibility is for the de—
velopment of programs. The administrator: must be actively

involved in the development of a competency oased program.

[
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CHAPTER TWO
GOAL 1II
TO DJESTGN, DEVELOP, IMPLEMENT AND EVALUATE IMPROVED
CONSORTIUM ORGANIZATION AND SERVICES

Introduction

Ten teacher training institutions in the Southeastzrn United
States banded together voluntarily in order to assist each other in
th. development of competency based teachér education jrograms. This
original group o participants selected the name of the Consortium of
Southern Colleges for Teacher Education. In order t6 have a centralized
office to handle fiscal and communication matters, t'ie member school
directors elected to name North Carolina Central University as Con-
sortium Central.

Personnel identified with Consortium Central durirg the 1972-1973
year are: (1) Dr. Norman C. Johnson, Chairman of the Consortium Board
of Directors (North Carolina Central University); (Z)} Dr. C. James
Dyer, Director of the Consortium (North Carolina Central University);
(3) Mrs. Martha knight, Administrative Assistant to the Consortium
Director and Cooperative Research Project Assistant (Ncrth Carolina
Central Univers.ty); (4) Mrs. Laverne Dorsey, Consortium Central Secre-
tary (North Carolina Central University); (5) Dr. Howard M. Fortney,
NCERD/NIE Research Project Director (University of South Alabama);

(6) Dr. Freda C. Judge, NCERD/NIE Project Program bpecialisF (University
of South Alabama); (7) Dr. Erby C. Fischer, Cooperative Research Project
Director (Yniversity of South Alabama); (8) Mrs. Hazel Waite, Secretary
to the Rese. rch Team (University of South Alabama). Two additional

people have been connected with Consortium Central by virtue of being
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Technical Assis:ance Program Associates and partially subsidized by
the Consortium--Mrs., Edwina Battle at Norfolk State Zollege and Miss

Lisa Baldonado in Massachusetts.

Statement of the Problem

The second major goal of this research project is ‘'to design,
develop, impleme:t and evaluatc improved Consortium organization and
services." Before this goal could be considered, the Consortium organi-
zatjon and services had to be identified. An invest-gation of the.
structure and services of Consortium Central was conduc:ed. In addition,
an investigation to identify the role and responsibilits of Consortium

Central to member Consortium schools was completed.

Definition of Terms

1. Consortium Central - the designation of the central office of
the Southern Consortium of Colleges for Teacher Education set
up at North Carolina Central University, Depar:ment of Educa-
tion, to handle fiscal communication and development matters
for t'ie network of member Consortium Schools. It was estab-
lished at this location by the Executive Committee with the
approval of two thirds of the active membe:ship.

2. Chairman of the Board - an officer of the Coisortium elected
by a two thirds ballot of the Board of Directors. The Chairman
is enpowered to transact the general business of the Consortium,
authorize consultative services and contacts by the Director,
subject to the approval of the Board.

3. Direcfor of the Consortium - serves as fecretary-treasurer of

the Consortium and the Board of Directors and is responsible
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for communication with funding agencies and Consortium members,
for public relations, for coordination of plans and agenda for
meetings and for reports of expenditure of furas allotted to
members.

Boari of Directors - consists of one representative from each
of the active member schools. They are appointed by their
respective administrators to serve on the Biard. Each Board
nmember is entitled to one vote.

Executive Committee - consists of four elected members of the
Board plus the Chairman of the Board. The Dir«ctor of the
Cons)rtium is an ex-officio member of the executive committee.
Members of the Executive Committee are elected for a term of
four years with one member being replaced e:ch year.

Active membership in the Consortium is obtaine1 by vote of the
Board of Directors after (1) submission of a letter of commit-
ment to competency-based teacher education by the appropriate.
admin: strator of the school requesting active membzrship and
(2) submission of a statement that the applicant school meets
the criterion for the definition of a develvping institution as
stipulated by the U.S. Office of Education.

Associate membership - open to small southeas-ern colleges and
univer ;ities interested in promoting and improving teacher
educacion through competency-based teacher education programs.
Submission of a letter requesting associate member status from
the president or academic administrative >fficer directly
responsible for the teacher education progrem is part of the

application procedure. Such applications w'll be acted upon
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by thc Board of Directors.

Delimitations

The investigation of Consortium Central in terms o present organi-
zation and services was delimited to a survey of the prnsent Consortium
Board of Directors, which was surveyed for opinions sulstantiated by
specific inforracion. Limited time, personnel and fiscal resources also
established parameters on the depth of study of this goal and the organi-
zational by-laws determined the amount of change tha' can be made at
this time. In terms of improved Consortium organization and services,
the design and implementation of any recommended change.: would have to
be submitted to the Executive Committee and then preserted to the Board

of Directors prior to adoption.

Procedures

In the fall of the research study year, all directors of the com-
petency based teacher education programs at all of the consortium schools
were asked tc reply to a Research Informational Opinioinaire (Appendix D).
The focus of t is instrument was to identify direct and indirect services
provided to member schools through the auspices of ihe Consortium and
Consortium Central. It also askced for comments and suggestions from the
schools in terms of additional input for improving this area.

The organization of Consortiumn Central was revieved at a staff
meeting of a’l personnel connected with Consortium Ceatral. This
meeting produced the Consortium organizational chart.

The Consortium Central office organization hus evolved in response
to the needs of the schools, and the services of -he office have altered

since its inception. During the first years of ope.ation, the office
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handled fiscal arrangements, served as a communications center for
information among the member schools, and served as repasitory for

final reports of member school projects. With the addi.ion of a part-
time administrative assistant in the Consortium Central office, a wider
scope and varie.v of services have been provided by the staff for
Consortium members and other schools. The addition «f this assistant
has enabled the staff to better utilize the services of present per-
sonnel as well as to more efficiently handle such routiae matters as
inquiries from other schools, correspondence, travel re.mbursement, etc.

During taie project year fifteen different types of services have

been identified 1s provided by Consortium Central. Specifically, these
services include:

1. Technical Assistance Program services to Teachzr Corps projects
throughout the Southeast. These services inclade consultant
services ranging from faculty development confurences to
confere: ces dealing with specific program components such as
management systems, etc.

2. Consultant services, on a limited basis, on competency based
teacher education programs to other schools no: Consortium
members.

3. Utiiizing as consultants the faculty and staf:i of Norfolk
State College to provide services to schools interested in
developing a Learning Laboratory suitable ior CBTE programs.

4, Utilizing the faculty and staff of Florids A & M University
as consultant to schools interested in developing a Simulation
Labofatory component for CBTE programs.

5. Publ:ication of a Consortium newsletter for .iember schools and
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limited other schools.

6. The location of federal funding sources for Ccnsortium pro-
grans. In order to keep abreast ¢f these sources the
Consort fum has developed a system of linkages with persons,
offices, or programs which release news and or guidelines
for applying for federal funds. These linkages include such
governmental offices as the Office of Child Devrelopment,
Bureau of Education for the Handicapped and other contacts
as Educ~tional Testing Service, the Southern Regional Educa-
tional 3oard and foundations such as Ford, Carnegie, and
Rockefeller.

7. Proposal writing for Consortium grants. This -ask usually
involves the executive committee, the consortium director
and the chairman of the board.

8. The acdm.nistration of consortium grants. The fiscal resﬁonsi—
bility is loceted at the Consortium Central office at North
Carolina Central University which serves as the agent for all
consortium projects. Reports on the expenditure of funds
from grants must be reported to the board of directors every
fiscal year.

9. An informational service on competency based teacher education
programs and developments of member schools of the consortium.
This service is available to member schools and to interested
other institutions.

10. Providing cassette duplication services for nember schools.
In this way, available resources within the consortium can

be shared.
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12.

13.

14.

Collections of competency based teacher education materlals
have becen acquired and have been catalogued for use by the
cons 'rtium members. Materials on file are final reports from
the coniortium schools; the original model builders reports;
AACTE materials on Performance Based Teache:r Education;
unpublished materials (texts) from the model builders;
simulation kits, human relations materials such as the

Thiokol program developed by Weber State College and the In-
stitite on Human Development; CBTE programs materials developed
by the Jational Teacher Corps Technical Assistance Program
Associates; materials suitable for software. such as the
Technical Skills of Teaching, Simulation Laboritcries, etc;
and a collection of modules from consortium schools that have
been catalogued.

Planning and conducting of competency based teacher education
conferences and workshops and workshops on topics related to
CBTE. Participation in the regional AACTE neeting in Atlanta
would be an example of the type of activity or related topics.
Sending representatives from the Consortium tu workshops or
confer=nces on competency based teacher education or related
topici.. Two representatives werée sent to Weber State College
to atiend their workshop on the Weber mod-.larized individualized
program and two members were participants in the ASCD national
conference in the Spring of 1973.

Coordination of field testing programs on components related
to competency based teacher education. Th. Michigan State

Module Field Testing Program in conjunccion with some consortium
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schools is one such example of this service.

15. Developing a Speakers Bureau on competency based teacher
education for institutions and groups interested in improving
teacher education.

In addition, corsortium central conducts approximately five meetings a
year for member school representatives. There has b..en a concerted
effort by the Director to have these meetings cover twc major areas:
first to have a mini-workshop session for those in attendance on a
topic relating to the development or implementation of a competency
based teacher education program with a consultant and/or resource
person present; the second part of the meeting is devoted to general
consortium business, covering such topics as fiscal status of various
projects, member reports on various topics, new funding sources or
projects and the schedule and agenda for the next meetinag.

The structure of the organization of the Consortiiva has not changed
since its incert.on. Witn the publication of the Consortium By-Laws in
1972, the organization, structure and function of th: Consortium has
become public informatisn. It is anticipated that sume changes in the
membership structure of (i consortium may be made in tne near future
as 3 result of many inguiries for membership made to program directors
and to consorti:m central.

Six services have been provided by member schuols of the Consortium
to local, regional, state and national groups. Specifically, these
services include:

1. Rendering Technical Assistance Program servi:es to Teacher

Corps projects as a result of direct requests from Teacher

Corps Program Specialists.
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Consultative services to other area teacher training programs
or State Departments of Education on competency based teacher
education and/or competency based certification.

Developing local or regional conferences on cumponents of
member schools' competency based teacher education program.
This type of conference is usually aimed at dissemination of
information regarding program changes such us the development
of clinical experiences and related program ch.nges (use of
clinical professors, on site instruction, etc.:

Developing a resource library on competency based teacher
educat .on materials for use by personnel in teacher training
institutions within the localities of membe: schools.

Making CBTE program personnel available for participation

in local, regional or state level meetings, corferences and
workshops on competency based teacher educatior and/or

comp :tency based certification.

Provid_ng inservice education for public school persomnel,

utilizing a competency based approach.

The direct and indirect services of Consortium Cen*ral and of

member consortium schools have received publicity, and che Southern
Consortium of Colleges for Teacher Education is becoming known as one
of the major r:sources for assistance in developing competency based

teacher education in the United States.

Summary, Conclusions and Recommenda+-ions

During the short existence of the Southern Consortium of Colleges

for Teacher Education, the consortium has had conside;able impact on

‘teacher education in the southeastern part of the UnIted States. The
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recognition of c.nsortium schools in the newest of the AACTE mono-
graphs on Performance Based Teacher Education as having developed
total or parallel competency based pfograms of teachur education has
provided consortium schools leadership roles within thelr states.
Several of the consortium schools have been utilizud by their
respective State Debartments of Education as resource consultants in
planning state-w.de development regarding competency based teacher
education and/or competency based teacher certification. By developing
Consortium Central, there has begn a centralized opevation made
available for all member schools to utilize, either individually or as
a group. Consortium Central has been able to keep up with the increas-
ing demands by being able to expand its personnel to ircrease its
efficiency. W:th a rather informal structure, the consortium has pro-
vided many services and performed tasks for various sther educational
and governmental agencies. With limited authority, che Director of the
Consortium has been able to keep many of the member sclools progressing
in the development of competency based teacher educaticn programs.
With limited re:ources, the directors of most of the member school
programs have teen able to develop and implement competency based
teacher education programs within their own instititions.
Keeping in mind the parameters of the Consortium and Consortium
Central, the following recommendations are provided:
1. P:riodically, a review of the structure and organization
of che Consortium should be conducted. This would identify
those areas which may need to be modified or revised, such as
membership status or the by-laws. Progress reports of Con-
sortium funded efforts should be made to the board of

directors periodically.

138



There should be a review of services available to institutions
in the Southeast both from Consortium Central and member
consortium schools. In several service ar=as there could be
a duplication of services which should be crordinated by
Consortium Central to facilitate better utilization of con-
sortium manpower and resources. In the services provided
some type of recording.procgdure should be developed so that
the memver schools and Consortium Centr&l would be kept in-
formed of all such activities. This type of informaﬁion
could be used as input for future proposals and projects.
Some type of cooperative institutional funding othef than
federal funds should be investigated in order to support
Consortium Central and its services to the member schools.
Membe: ship could be held by an institution, using a prorated
per student fee, or an institutional membership fee. This
would allow the central office staff to be directly available
to member schools and to provide direct leadeiship for the
development of CBTE at the various institutiors, by making
the ﬂi:ecﬁor a full-time st;ff member of the Consortium.

A dissemination system for materials and information housed
at the Consortium Central office should b: developed. As
funds are allocated for materials and harJlware, the access

of those materials to members will allow for preview and
rurchase for CBTE Programs by use of local ‘unds.
Co.atinuation of present linkages with gove_nmental agencies and
educational and other groups interested in teacher education

should be strengthened. These linkager should consist of
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Teacher Corps; the American Association of Col.eges for
Teacher Educatiou; the Elementary Model Buildeis; the Far
Western Educational Laboratory; The Texas Research and
Develo ment Center for Teacher Education; The New England
Program for Teacher Education; the Texas Ed'cational Renewal
Centers; Educational Testing Service; the Netional Laboratory
for Higher Education; Southeastern Educational Laboratory;
Educational Personnel Development Programs; Foundation for
the Humanities; the Science Consortium in Denvar; other
consor:ié developing CBTE; and other agencies as they are
discovered.

The possibility of reactivating the Consortium Task Forces
which could serve as a nucleus of regional or ..omponent
consultants should be investigated. This would aid in the
deve lopment of stronger linkages with other groups or agencies
interested in improving teacher education programs.

As more publicity for the Southern Consortium is generated,
as through AACTE publications, consideration should be given
to the development of some type of information providing news
relaase covering the development and implemenyaﬁion of CBTE
of tie consortium schools. A videotape presentation, slide-
tape presentation or a printed publication are possible media
that could be considered. These material: could be made
available on loan to interested individuals and institutions

through the Consortium Central office.
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CHAPTER THREE
GOAL III

TO DEVE..OP SELECTED PROGRAM SITES FOR DEMONSTRATION TO
CONSORTIUM MEMBERS AND LIMITED OTHERS

Introduction

With the development of é competency based teacher education
program, certain components are csscential for support ia the development
of the total program. During the Spring 1972 Consortiim meeting, spe-
cific components were identified that the member schools felt were
essential for the support of CBTE development and implementation.

Eleven major areas were identified, some with sub-towics to be included.
Member scho&ls then selected thouse areas which were to bpe included in
their developing program, to be studied further, and/or researched for
inclusion in their programs. With the withdrawal of owe of the member

schools, the 1l.st was revised in the fall of 1972 (Appendix E}.

Statement of the Problem

After the eleven areas were identified and member schools volin-
teered to begin the development or implementation of those selected
components, four component areas were selected for stidy in the research
project. Thes~ four components were the Human Relations Laboratory,
the Simulation Laboratory, the Learning Center and Portal Schools.

These comprnents were selected for development because each member

school anticipated developing all of these components to support their
individual programs. There was a need to have more -nformation on the
development of these areas and on implementation prccedures to facilitate

the importation of these components.
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Definition of Terms

Portal School - as defined in the Florida State University
Model Elementary Education Program, is a publi. school

which has responsibilities as a training insti<ution for new
teachers as well as responsibilities to the community for

the edu.ation of its children. Some of the listed common
characteristics for a portal school include (1) the principals
and other status leaders of these schools mist be favorably
inclined towards innovation; (2) they will use new curricula
that have been developed in such areas as math2omatics, science,
or social studies; (3) they will be employing organizational
arrangenents that include the utilization of paraprofessionals
and teacher aides, some differentiation of roles among teachers
and modular schedules, and (4) these school; will make con-
siderable use of new teaching media. Portal schools will serve
the total (model) program in a number of ways: (1) they

wil'. insure an easy transition for trainees fcom a shielded
posit.on in the university preservice phase to a fully re-
sponsible teacher position in the schools !n the inservice
phase, (2) they will make it possible for :he inservice phase
to operate out in local communities in ways which reflect

goals of both the (model) program and the lo«.al school district,
and {(3) they will be useful in providing feedback to determine
urthcr ncoded changes in the pre~ and inservice phases of the
(model) program.

Simulation Laboratory - as used in the ComField model, simu-

lated conditions refer to any instructiona’ context that is
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Aruitoxt provided by Eic:

less complex than that encountered in the ordinary classroom.
Two assumptions underlying the use of simulatisn conditions
prior to assuming responsibility for guiding the learning of
pupiis in the classroom, (1) there should be opportunity to
perform the required tasks initially under circumstances where
the complexity of the teaching-learning sitiation is somewhat
simplified and (2) there should be evidence thit prospective
teachers are able to work profitably and const-~uctively with
children in a minimal risk situation before thzy assume re-
sponsib“lity for their learning in an actual situation.

Human R:lations Training/Laboratory - helping an individual
have an increased awareness of himself as a person, as a
teacher, and as member of the profession. The human relations
training is designed to assist an individual cnpe with her or
his anxieties about teaching and any feelings of inadequacy
and s¢li-doubt. Iun addition the human relations laboratory
provides settings in which the individual may explore how he
relates to other persons and to groups of various sizes,
particularly in the interpersonal relations relating to
teaching and learning.

Learniig Center - A center in which modules «re housed and
whicn provides the resources necessary for the attainment of
competency in the modules. The center shruld have individual
study carrels, both wet and dry, audio-vi:al equipment,
curriculum laboratory-materials, video-teacting studios,
provision for the creation of soft-ware, pr¢view studios, and
appropriate spaces for simulated teaching. The center must

have personnel to operate the various activities.
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Delimitations

The dezign, development, and implementation of this goal wuas
delimited to the four components just defined--s'mulation laboratory,
human relations laboratory, learning center, and poctal schools. While
the schools were developing other components, this delimitation of the
research team in terms of time and personnel was necessary in order
that the goal might be attained. The institutions chosen to develop
the componects had to delimit the implementation of each component in
terms of the availability of local’ funds and phyuical facilities that

were available.

Procedures

In the spring of 1972, each of the schools ha¢ decided on that
component i1 which it intended to specialize. The schools reviewed their
situations relative to the components that could best be developed during
the period of this project. The executive commi.tee of the board decided
on the four components described above, and then beian plans for the
development and implementation of these components it four of the schools.
The school i>r each component was chosen because o. the availability of
previous work in the area, the availability of personnel, the availability
of other federal funds to assist in the developrient of the project, or
the previous acquisition of equipment or materials which might assist
the research project in fulfilling the goal. Theve were insufficient
funds within the research project itself to proviue much assistance to
the schoo”s. Two components and two schools were selected.in the
spring. The schools were Florida A & M University‘which was chosen to
develop a simulation laboratory and Norfolk S:ate College which was

chosen to develop a learning laboratory. Later North Carolina Central
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University was chosen to develop a human relations laboratory and
Clark College to develop portal schools.

Each of the schools prepared a small >roposal to the board of
directors of the consortium. The board reviewed the proposals and
provided a small seed grant to each of the four nchools to assist in
developing the component. The grants ranged froua $1,000 to $2,500.

The research team interviewed each of the dire:tors of the schools
chosen to develop the component, and visited the si-e of each component.
An opinionnaire was developed for the project director to complete on
the developmcnt of this goal (Appendix D). The research team attempted
to utilize the CIPP Process in order to assist ti-e project directors in

the development of the components in the project

Presentation and Analysis of Data

Each of the four component areas under study will be described:
individually.

Simulation laboratory

With the seed money grant obtained from the consortium, Florida
A & M University has purchased a variety of commercial materials in the
area of simulation. Such packaged programs as Cru:ckshank's Inner City
Simulation Laboratory and Critical Incidents in Teiaching have been
bought in .rultiple copies. This has allowed both the elementary and
secondary education departments to utilize the materials simultaneously.
In the CBTE program, seven different program areas are using sections
of the commercial packages. Some simulation incilents are under
development to supplement the commercial materials. All of the mate-

rials 1ave been centrally located in a single clussroom with support
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materials for use by faculty and students. The roon is equipped with
tables of different shapes and sizes with chairs, arm-chair desks and
seminar room chairs to allow for different types of se.:tings to be
utilized in simulation activities. Also located in this area are
print materials and other support software such as *ilmstrips, trans-
parencies, etc. There is also available for use in this laboratory
such support hardware as videotape recording equipment . tape recorders,
projectors of all types and projection screens. The wells of the room
have bulletin boards, chalk boards and will eventually have pegboards
placed on them. The room has been designed to provide a varlety of
settings needed by the various simulation activities taking place in
the laboratory.

Human Relations Laboratory

North Carolina Central University, prior to the 1¢71-1972 school
year, had in operation a human relations component in their competency
based teacher e.lucation program. This component utilized the Institute
for Human Development Encountertapes for Personal Development, a com-
mercially prepared package of self directed, taped, giided activities,
geared to helping an individual learn how he/she related to others and
how they in turn were related to by others. Prior to beginning the
laboratory experiences, students were administered the Miskimins Self-
Goal-Others Tr:st to obtain data on each student's self concept and
feelings related to others. After completion of the ter sessions, the
students were readministered the Miskimins to gatner post experience
data on each individual completing the experiences. The data was then
analyzed by the NCCU Computer Center and it was found that in the

post-test rzsults two areas showed significant positive results. A
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modification of the program was made to allow for an additional seminar
to be added to fen scheduled activity meetings, in order that the
students would have the opportunity to summarize ani reflect upon the
learnings that had taken place as a result of taking pert in the human
relations laboratory.

However, due to conflicts and limited faculty and space avail-
ability, the hunan relations component in this formalized manner was
temporarily eliminated from the CBTE program. Projections were made to
reactivate tais component during the research grant neriod and reinsert
it into the competency based program. In addition to the IHD Encounter-
tapes for Personal Development, North Carolina Central University pur-
chased the Thiokol Human Relations Package (developed by Weber State
College) as an zlternative experience and the students will be allowed
to select the program in which they will participat~.

The Thiokol Human Relations Program utilizes a variety oi activities
that can be carried on in a number of settings such as a classroom, a
seminar room, a dormitory lounge or a specifically designed and desig-
nated room developed by the institution for this purpcse.

Learning Labor:.tory

The learning laboratory has been developed and partially imple-
mented with funds from the Norfolk Teacher Corps project. A classroom
size room has been designated as the learning laboratory and has been
equipped with a video-tape recorder and monitor in a screened off
section designated as a microteaching studio. This area is also used
by students as a film, filmstrip, slide projectiosn screening area.
Shelving has been installed and is sectioned off to allow for the

storage of corriculum materials such as curriculum guides, professional
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books, games and other classroom software. Table-top space is avail-
able to faculty and students for the development of program software
such as charts, transparencies, etc. Duplicating and collating equip-
ment are also available. 1In addition to this desigrated learning
laboratory, the Norfolk students in the CBTE program have access to the
Special Education Learning Center and Laboratory and the Audio-Visual
Center which contains fully equipped studios available for production
of tapes, a classroom equipped with desks, chairs, boards and video
equipment and a video unit within a mobile van for community wide
taping possibilities. The personnel assigned to the Audio-Visual Center,
including the staff artist,are available on a consvitant basis to all
college personnel. Funds from the consortium to assist in the develap-
ment of the center were delayed by university red-tape, but these funds
have now been received. This will enable the learning center to become
fully operation:l for the CBTE students in the program.

Portal Schools

The portal school concept was to be developed Ly Clark College.
Clark College participated in a Teacher Corps Proj<:t in a consortium
which was funded through the University of Georgia and which operated
in conjunction with the Atlanta Public Schools. Clarl College was
chosen to deve.op the concept because the concept is an inherent portion
of Teacher Corps programs. Clark selected a group of elementary educa-
tion majors to work in three schools in the Atlantx area. The schools
ranged from traditional, large city ghetto, to innovetive with open
classrooms and differentiated staffing patterns. Tre students spent
approximateiy 2-1/2 hours a week in the schools tutoring children under

the supervision of the classroom teacher and the college instructor.
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The college instructor held on-site instruction with “he college
students while they were in the school. The ghetto school was able
to find a room to provide for the college instructor so that the
students in the »rogram could bring groups of children to this room
where they workel under the supervision of the college instructor.
While the concept of the portal school was not :tully developed
in the sense that the schools actually became the "portal" through
which the preservice teacher entered the teaching profession, it is
believed that the college has made an excellent beginning with the
clinical experieices for the preservice teachers, and that this could
lead to the cuumplete implementation at a later date. Interviews, con-
ducted by the research team with the principals of tne schools and
with the supervising teachers involved in the clinical :xperience,
revealed that there was rapport with the university and that the
teachers and principals were pleased with the results «f the clinical
experiences this year. 1In order for the program to be fully operative,
competencies would have to be developed with teachei's and the college
cooperating in the developmenf and in-service education would have to
be initiated for teachers in the public schools. The research grant

simply did not provide sufficient funds to fully implement this concept.

Summary, Conclusions and Recommendations

The four component areas studied during this research project
year have been designed, developed and were implerented, at least to
some degree. To continue the development and implementation of these
component areas (human relations, simulation and learning laboratories
and portal schools), there is need for some initial funding to cover

costs of materials and/or supplies to begin operation. In terms of
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developing and implementing the portal school component, there is need
for continuous and cooperative planning with the personnel of the public
schools involved.

Each of the institutions involved with the four research components
have been able to identify factors that have helped facilitate the
development of the specific component. In the case of the learning
laboratory and portal schools, involvement of Teacher Corps programs
has helped develop these components. Faculty involvement and student
reaction have been identified as facilitating factors for the simulation
and human relations components. |

The following recommendations are made in relatior: to the develop-
ment and exportability of the four CBTE program components that have
been investigated this past year:

1. In the development of laboratories, human relations, simula-
tion or learning centers, the faculty must be fully aware of
the role this component will play in the development of the
CBTE program. To become fully aware of these roles, the
faculiy may have to assume a student role and ''go through"
the activities of each of these areas.

2. The establishment of these components was .mportant in that
the other schools within the consortium visited the center
in order to see it in operation and therefore were able to
garner ideas for the development of similar support systems
for their programs. In addition, the problems encountered
by each school provided suggested solutions to those problems
for the other schools.

3. The initiative that was displayed by the schools in developing
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the centers was imaginative and provided somne solutions for
other schools. For example, the learning ceuter at Norfolk
State College was designed and constructed by college students
because there were insufficient funds to hire maintenance
personnel to build carrels, partitions, etc.

4. The development of the centers provided an impetus for the
development of the same concepts in other s:hools. Several
consortium schools are enmeshed in developing human relations
programs, learning centers, and in attempting to develop
portal schools. Many of the schools have alsc established

simulat.on centers.
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CHAPTER FOUR
GOAL IV
TO COMPARE MODULAR TRAINED TEACHER EDUCATIOil STUDENTS WITH

TRADITIONALLY TRAINED TEACHER EDUCATION SIUDENTS

Nature of the Problem

The last decade has seen the rise of criticism of preparation
programs for teachers. The U.S. Office of Educztion called for pro-
posals for new specifications for the training oi taachers in response
to the criticism of present training programs. Nine proposals were
submitted and funded by the Office of Education. The lmiversity of
Wisconsin was not included in the original funding effort, but pre-
pared a proposal without cost to the federal goverﬁmént. These ten
-proposals set forth a new system for the training 6; educational per-
sonnel that has since become known as coﬁpetency based teacher educa-
tion. Since the completion of the original research designs and the
subsequent feasibility studies, numerous federal programs have con-
tributed to the development of competency based teacher education pro-
grams. Incluced among these projects has been the Performance Based
Teacher Education Project of the American Association of Colleges for
Teacher Education in association with the Texas Education Agency,
Educational Personnel Development Programs. In addicion all Teacher
Corps programs must include competency based components in their pro-
posals for funding.

Educational representatives from eleven states met in Florida

in 1970 to plan for the development of programs for performance based
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(competency based--it 1s recognized by both names) certification of
school personnel. The states of Texas, Florida, and Ncrth Carolina
have mandated the development of competency based teaciier education
and/or certificétion. The State of Alabama has mandated an approach
to competency bused teacher education by establishing a year of intern-
ship for all teachers with competency being certified through progfams
that produce cooperation between the State Department c¢f Education, the
Local Education Agency, and the institutions of higher education. 1In
addition, the new standards published by the National Zlouncil for the
Accreditation ol Teacher Education promote the evaluation of product,
an inherent feature in competency based teacher edu:ation. The
National Council for the Accreditation of Teacher Education is the
principal agency for accrediting programs for the training of teachers.
The initial explorations in competency based teacher education
would appear to have been completedlwith the development of the new
specifications for the training of teachers and the feasibility studies
to determine whether the programs are feasible. Bc¢th federal programs
and agencies are contributing to the development of the new prcgrams,
and several states have mandated the new training progirams. There has
been, however, no real effort to ascertain whether tte new programs for
the training of teachers really produce a better product. Research
should be conducted in this area of the preparation of elementary
teachers in order to ascertain if the competency based approach is

superior to the traditional method of training teachers.

Purpose of the Study

The purpose of this study was to investigate selected character-

istics.of tlementary teachers prepared in a competency based teacher
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education progrem as compared Lo elementary teachers prepared in a
conventional teacher education program. The study was conducted in
elementary social studies at Xavier University of New Orleans and in
elementary social studies at Pembroke State University. Pembrol.e,

North Carolina. 1In addition, the study included anoﬁher group of
elementary physical education teachers at Pembroke State University.///ﬁ‘
The study, therefore, was conducted with three groups of elementary
pre-service teachers. One group (elementary social studies) was
selected at Xavier University and two groups were selected at Pembroke
State University (elementary social studies, elementary physical

education).

Hypotheses to Be Tested

The following hypotheses were formulated for examination:

Hypothesis I. There is no significant difference in the per-

formance on selected cognitive objectives between pre~service elementary
teachers in elementary social studies and elementary physical education
prepared in a CBTE program and teachers prepared in a conventional
program.

Hypothesis II. There is no significant difference in the per-

formance on selected process objectives between elementary pre-service
teachers in elementary physical education prepared ir a CBTE program
and teachers prepared in a conventional program.

Hypothesis III. There is no significant difference in the per-

formance on teaching and interactive skills between elementary pre-
service teachers in social studies and physical education prepared in a

CBTE program and teachers prepared in a conventional program.

154



Hypothesis 1V. There is no significant difference in the per-
formance un selected cognitive objectives by pupils in elementary
schools who arc taught by teachers prepared in conventional programs as
compared to pupils taught by teachers prepared in a CBTE program.

Hypothesis V. There is no significant difference in the per-

formance on selected process objectives by pupils in elementary schools
who are taught by teachers prepared in conventional programs as com-

pared to pupils taught by teachers prepared in a CBTE program.

Delimitation of the Study

This study is delimited fo Xavier University of New Orleans and
Pembroke State University of North Carolina. Other comsortium schools
were not included. The study, as originally conceived would have in-
cluded other colleges. This delimitation was necessary because those
schools chosen ior the research study would have to have parallel pro-
grams, i.e., one program that could be classified C3TE and another pro-
gram that could be classified as conventional. Anocher delimiting
factor was the number of students to be included in the study. Most of
the consortium schools had rather small programs and these two schools
were chosen because it was felt that they would have enough elemsntary
majors that macching two groups for the researéh study would be no
problem.

The study was delimited to pre-service teachers who would be
working with children in grades two, three, four, five, and six. It
was deemed inadvisable to work with teachers who would be teaching in

other grades.
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The study was delimited to include a series of basic cognitive
objectives for pre-service teachers that would include knowledges
concerning subject matter and knowledges concerning the skills of
teaching and the interactive skills. No process objectives were in-
cluded for the social studies portion for the pre~service teachers.

This delimitation was necessary because there was no way that analysis
of video tape could be accomplished with regard to those objectives.
However, the elementary physical education teachers weire delimited to
the acquisition of the skills in American Association Health, Physical,
and Recreation Youth Fitness Test. The product for the pre-service
teachers was delimited to a series of teaching skills and interactive
skills. It was necessary to delimit the study to this =2xtent because
the skills had to be analyzed by way of audio tape.

The cognitive objectives for the pupils concerned the subject
matter studied under the guidance of the teachers. With those teachers
who were working in elementary social studies, the :subject matter dealt
with content in geography, history, or other areas in social studies.
With the pupils in elementary physical education, the cognitive objec—
tives dealt with the knowledges dealing with the AAHPLR Skills (men~
tioned above). There were no process objectives for the pupils in the
social studies. The delimitation was necessary because of the distance
that the schools were located from the universities and the unavailability
of video tape. Tﬁe process for the elementary pupils was the acquisition
of the AAHPER Skills. /

The investigation of the study was delimited to an examination that
is not inclusive of all the characteristics available in the literature.

CBTE is a totally new design which utilizes a systems approach to fuse
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the college or university and the public school in the preparation of
educational personnel. This systems design and the roie of college
personnel predicate new roles and responsibilities For teacher educa~
tion institutions in working with public schools.

The literature, particularly the literature published by the
American Association of Colleges for Teacher Education (see Chapter
One) describes the basic elements of CBTE, which have heen included in
the study. This literﬁture also describes some implied and related
elements which way have been included. The study concerned itself only
with those elements which had been selected by the ¢chools chosen.
This delimitation was necessary because of the latitude that was
adopted by consortium schools in that each school was to design and
implement a program that was suitable for its particulur situation, as
long as the cesign included the basic elements 2lluded to above.

The study also delimits itself in the design of a module which
is the design that was developed and adopted by the Consortium of
Southern Colleges for Teacher E&ucation (see Chapter One). It was
felt by the authors of the research that the design included the essen-
tial elements of modular construction. It does not include all of the
elements of mocular construction suggested in the literature. Some
schools have developed modules which contain more «zlements, but all

schools have subscribed to a design that includes fthe essential elements.

Definition of Terms

1. Competency.--A performance of the teacher that can be measured
by the attaimment of knowledges and processes by puvils in public

schools. The verbalization of the competency must specify the learner
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(the pre~service teacher), the behavior of the learner (i.e., the
performance of the teacher), the conditions surrounding the behavior,
and the degree of acceptance or the criterion level. The competency
description must also assume a particular role for .he teacher and is
made public, in advance, to the teacher so that he may know when the
criterion level for the behavior has been achieved.

2. Module.--A unit of a series of packaged materials leading to
the attainment of a competency. Elements of a moduie must include a
title, a behavior which confqrms to a specific performance and includes
conditions and degree, a rationale for the module, ¢ pre-assessment of
the behavior, at least two learning alternatives, a post-assessment of
the behavior, and the resources needed for the module.

3. Clinical Experience.--Experiences of the pre-service teacher

in public schoo’s with individual and small groups of children in
developing a level of competency. These experiences may be under the

tutelage of a clinical professor who can conduct on-site instruction.

This has been the case with the study involving the el<mentary physical

education teachers. In the portion of this study dealing with the
elementary social studies, the clinical experience has been identified
with the conveational student teaching experience.

4. Competency Based Teacher Education (referred to as CBTE) .--

A teacher education program in which pre-service teachers pursue an
individualized program of instruction based upon spe:ified competencies
and which has a system of modules or pack@ged mater:al leading to the
attainment of competencies. The program is concerred with instructional
objectives in the cognitive, the psychomotor, and the affective domains.

This program also has appropriate clinical experiences in order that the
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performance of pre-service teachers may be checked in the reality of
the classroom. The measure of that reality is the learning of pupils
in the public schools. The college professor may becor.e a clinical
professor, conducting on-site instruction. He may assume the role of
diagnostician, interactor, facilitator of learning, or innovator rather
than the role of lecturer.

5. Competency Based Program.--Competency based program for the

purposes of this study utilizes a modular delivery system leading to the

attainment of competency.

6. Cgpventional Teacher Education Program.--A teacher education
program in which the pre-service teacher pursues a series of predeter-
mined courses and then demonstrates his ability to t~ach children in a
brief practicum known as student teaching. The role of the professor
is that of lecturer, counselor and advisor. 'The program will not have
clinical experiencez prior to student teaching.

7. Selected Characteristics.--Comprised of the following:

Cognitive Objectives (Pre-service Teachers). C(bjectives dealing

with the knowledges of teaching and interactive skills, the

AAHPER Skills.

Process Objectives (Pre-service Teachers). The acquisition of

the skills measured by the American Association of Health,
Physical Education, and Recreation Youth Fitress Test. These
skills are pull-ups (males), flexed arm hang (females), sit-
ups, shuttle run, broad jump, fifty yard dash, softball throw,
and the six-hundred yard run-walk.

Product Objectives (Pre-service Teachers). Teaching skills

defined as establishing readiness for a lesson, presentation
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skills, the use of reinforcement, the use of repetition,
questioning skills, utilizing a variety of media in presenta-
tion, the use of prompting skills, the use of estamples, and the

summarization of a lesson. The interactive ski‘lg are defined

as teacher initiated talk, teacher response talk, pupil initiated
talk, pupil response talk, and silence.

Cognitive Objectives (Elementary pupils). Knowlecges about

subject matcer in social studies and about the AAHPER Skills in
physical education.

Process Objectives (Elementary pupils). The accuisition of the

AAHPER Skills (Physical education pupils only).

Survey of the Literature

Concern ove: the training and teaching of teachars has become more
prevalent over tae past decade. Such authors as Sarason have proposed
that

What we need to know is not only to what the studen: is exposed,
but the specifics of how it is structured, who structured it
and the roles and perceptions of the student. Without detailed
descriptions of what actually goes on between student and teacher
and between student and master teacher, it is impossible to
judge whetnhzr the theory (if there is one, and too frequently
there is not), giving rise to training practices, is adequately
being reflected in how these practices are being implemented.
What is so distressing to us is not only that the theory and
practices of training frequently bear little r:lation to each
other, but that neither beafs a strong resemblance to the
reality of everyday tasks of the teacher.

The traditional ways in which teachers have been trained barely
come to grips with the question of how one maximizes the possibility
that a teacher's practice harmonizes with principles of learning and

1S. B. Sarason, et al., The Preparation of Teachers--An Unstudied
Problem in Education (New York: John Wiley, 1962), p. 118.
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development.2

In terms of education, changes must come about within the institu-
tion charged with the training of teachers.

A professional program built upon the 'self as instrument'
concept must break out of old traditions which sought to
provide common experiences. Maximum flexibility is called
for. To provide this kind of flexibility, we must first
have to shake ourselves loose from the lockstep of some

of our traditional ways of organization. The fam:liar
concept of courses, credit hours, classroom scheduling,
grading practices, examinations, and the like mey often be
helpful in <rganizing learning around content. They may
alse seriouzly interfere with producing a change in people
and their behavior.

In discussing the preparation of teachers, Sarason advances the
hypothesis that one of the major reasons that so many teachers are
dissatisfied with themselves in their work is that the:.r training did
not illuminate the nature of their learning process and how this relates
to and affects the learning process of their pupils. They teach but
in the process they tend neither to give expression to their own expe-
riences as a learning process nor to perceive the identity between
themselves and their pupils.4

In 1966, 1967, the United States Office of Education began its
first developmental efforts in the area of teacher education. The need
for teacher training institutions to prepare teachars to cope effec-
tively with such innovations as the new curriculurs, new techniques and

technology and new roles for the teacher to assume within the classroom

all form the rationale for the Bureau of Research’s 7‘eacher Education

2Sarason, p. 118.

3A. S. Combs, The Professional Education of Teachers (Boston:
Allyn and Bacon, 1965), p. 1i5.

Sarason, p. 118.
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Development Program.5 Thus the focus of the Office of Education became
"Will teachers be adequately trained to assume such a role?" Davies
summarized the concept by stating, "A relevaét teacher aducation pro-
gram will prepare teachers for the next decaée if teachers were inno-
vators--to produce and accommodate new ideasito change when community
needs and children change."6

By issuing a request for proposals to develop educational specifi-
cations for the preparation and training of elementary teachers, the
Bureau of Research's Teacher Education Development Program began its
thrust. Nine proposals were funded and one additional »rogram was re-
searched without the use of federal funds. Contracts w2re consummated
with Florida State University, University of Georgia, lniversity of
Massachusetts, tlichigan State University, the Northwest Regional
Laboratory, University of Pittsburgh, Syracuse University, Teachers
College: Columbia University, and the University of Toledo. The tenth,
funded by its own resources, was the University of Wisconsin.

Working independently and with relatively little communication
between the sep:zrate projects, the ten elementary modeis came up with
several common ractors. First, there are specific, identifiable com-
petencies that form the basis of teaching and, therafore, teacher
training. Secondly, technology must be utilized for both program
development and management and operation. Thirdly, the teacher training

program, as well as the public school program, should provide for

5H. Hjelm, Article in Teacher Education: Issues and Innovations,
AACTE Yearbook (Washington, D.C., 1968), p. 130.

6D. Davies, "A Search for Relevancy," Theory Into Practice,
Volume 6, Number 2, p. 217.
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differences amoag learners in terms of experiences, achievement, rate
and style of learning.7

From the ten diverse settings, these common elemeuts have provided
the concept of competency based teacher education. Howvsam and Houston
point out that this is a coined word of recent origin and means an
approach to tra.ning teachers with an emphasis on the ability to do.

When relating this term to teacher education p.:ograms, there is
more support from Brown who stated, "we need to provide not new courses
based on and inculcating the same old assumptions but rew experiences
designed specifically to challenge those assumptions etabling teachers
to be as a consequence both freer and more flexible pesple."”

By way of stimulating improvement of preparatiun programs for
educational personnel, the Bureau of Educational Personnel Development
of the United States Office of Education funded a nunber of projects
to encourage the development of performance based (competency based)
teacher education programs. The Office of Education hus supported the
Performance Based Teacher Education Project of the American Association
of Colleges for Teacher Education and has provided assistance to the
Texas Education Agency in the development of competency based teacher

education. The Performance Based Teacher Education--The State of the

Art, prepared under the auspices of the AACTE Performnance Based Project,
has become tche most widely read single publication on competency based
7Charles Johnson, University of Georgia, in z speech at the

University of South Alabama, Spring, 1973.
8R. W. Houston and R. B. Howsam, eds., Competency Based Teacher
Education Progress, Problems and Prospects (Chicago: Science Research

Associates, 1972), p. 3.

r. H. Brown, ''Notes on Teacher Education,' Ch;_gg in Higher
Education, 2 (1970), 44-47.
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teacher education. Authored by Stanley Elam, the pzper presents those
.elements generally agreed upon as "essential," "implied," and 'related
and desirable.”10 (These elements have been provided iu this report
in Chapter One.)

Change in teacher education involves other elema2nts than the de-
partment or colizge of education. Change must involve other departments,
schools, or colleges, the students, the public schools, the state and
its governing teacher education agencies, teacher organizations, and
the public.ll

Résner believes that performance based teacher edvcation can be
considered as a lever for change because it requires explication of the
specific knowledies and skills that comprise the teacher education
program. Performance based teacher education requirns systematic
assessment of the students' performances at various stages of the
(teacher education) program.12

In the past, assessment in education has referred to some type
of normative-~-referenced approach. Individuals were compared to other
individuals using the same type of assessment or measurement instrument.
However, under competency based programs, an indivi-tual is measured
against some criteria or standard of performance. Thus, if a student
is following an individualized program, the assessmenf is made against

the attainment of the personalized objectives. Pophen emphasizes the

OStanley Elam, A Resume of Performance Based Teacher Education:
What Is the State of the Art? (Washington, D.C.: The American Associa-
tion of Colleges for Teacher Education, 1972), pp. 4-5.

1Houston and Howsam, p. 1ll.

2Benjamin Rosner, The Power of Competency Based Teacher Education:
A Report (Boston: Allyn and Bacon, "1972), p. 99.
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fact that the teacher would like all students to dispiay a given level
of excellence.13 The teacher's interest should not be ised by the
educational evaluator because ''such measures typically are too gross

to yield precise information regarding learners' achievements on
particular objectives and they also depend upon score variability which
may yield misleading estimates of the nature of the i:arner's per-
formance.”14 Measurement specialists are only now begirning to work

on the technical problems of devising and improving criterion-referenced
measures.,

Assessment within a competency based program is also of a formative
nature rather then of a summative nature. It is forrmative in that assess-
ment is used to identify the competencies that a student lacks. Person-
alized programs are then planned on the basis of this information. 1In
this way, regeneration of personalized programs provider a positive
force for both student and instructor.15

Competency Lased teacher education involves chauge in the department
or school of education relating to the specification of competencies,
the development of those competencies in a '"doing" a:mosphere, and appro-
priate clinical experiences to relate the competencies ‘.0 the learning of
children. It also involves the use of normative analysis, where the
normative analysis applies. However, the development -.f competency based
teacher education also implies the development of criterion~referenced
measures that can be utilized to measure the progress of individuals

toward personalized objectives.

13W. James Popham, An Evaluation Guidebook (Los ..ngeles: The
Instructional Objectives Exchange, 1972), p. 32.

14

Ibid., p. 35.

15Houston and Howsam, pp. 123-124,
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Methods and Procedures

The concepu:ual design of the research is presented below:

The University Program
(Preservice Teachers)

1
| Prodict
Content Process Obje:ztives
Objectives (—* Objectives t— (""eaching
Skills)

The Elementary School Program
(Elementary Children)

Content ' Process .
— Objectives +—— Objectiv?i—

The design can be explained in that there are -.ertain content ob-
jectives for preservice teachers which lead to the attuainment of certain
process objectives. The acquisition of the process objectives lead to
the product of the university program which can be defined as teaching
skills and intecactive skills. These three elements are considered to
be the university program. As a result of the precervice teachers'

attainment of the content, the process, and product objectives at the

university, there are certain content objectives which1 elementary

O

ERIC

Aruitoxt provided by Eic:

children should acquire. These content objectives should lead to the
attainment of process objectives by elementary child~en. Both the
content and process objectives of elementary children can be considered
the product of the preservice teachers.

The study selected two groups of pre-service teachers. One group

was to serve as a control group and the other group was to serve as the
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experimental group. The two groups of pre-service teac.iers were
equated as nearly as possible on the basis of age, sex, race, SAT
scores, grade point averages, and soclo-economic status. The conven-
tional group of students proceeded through a series »f lectures con-
cerning the content and process objectives and the tvaching skills and
interactive skills. The experimental groups proceeded {:hrough a series
of modules designed to establish ccmpetency in both pro:ess and product
(see Appendix F).

After a period of instruction on the university campus, both the
control and experimental groups were placed in elemeatary school set-
tings. Each preservice teacher worked with a group of approximately
thirty-five pupils. The pupils were equated on the bas:.s of race, sex,
I.Q., achievement and socio-economic status. The presecvice teachers
were scored on teaching and interactive skills (see Apfrendix G). The
elementary pupi’.3 were scored on cognitive and proceas objectives.

The study selected three different settings for the research study.
One group was selected in elementavy physical education at Pembroke
State University, Pembroke, North Carolina. Another group was selected
in elementary social studies at Pembroke State Univers:ty. A third group
was selected in social studies at Xavier University of New Orleans,
Louisiana. Each study will be treated separately, inasmuch as procedures
differed slightly in each study because of fhe cir .umstances which
affected the study.

Elementary Physical Education
(Pembroke State University)
Two classes in elementary physical education were selected for

participation in the study. The records of sixtv-eight men and women
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were examined and thirty college students weré selected for the research.
The records of these thirty preservice teachers wer: matched on the
basis of age, sex, race, scholastic aptitude test sccres, grade point
averages and socioeconomic status. The scores of the ¢roups (control

and experimental) are presented in Tables 1 and 2.

TABLE 1

MASTER ROSTER OF PRESERVICE TEACHERS IN THE CONTROL GROUP
ELEMENTARY PHYSICAL EDUCATION

Student SAT GPA AGE SEX RACE SOCIAI, CLASS
1 606 2.63 21 M W 37-UM
2 788 3.20 20 F I 57-UL
3 636 2.02 21 M W 57-UL
4 871 2.38 20 F W 57-UL
5 759 2.01 21 M N 57-UL
6 663 2.20 20 M W 57~UL
7 747 3.69 21 F W 57-UL
8 638 2.70 22 F N 57-UL
9 837 2.20 20 M W 57-UL

10 706 2.10 22 M W 57-UL
11 837 3.10 21 M W 57-UL
12 751 2.36 21 F W 57-UL
13 825 1.91 22 M W 57-UL
14 780 3.40 20 F W 57-UL
15 873 2.38 20 M W 57-UL

The information presented in Tables 1 and 2 was subjected to
analysis in order to determine if V'there were significant differences
in the groups. The analysis of the SAT scores o! the groupe is

presented in Table 3.

« ’ 168




TABLE 2

Mia3TER ROSTER OF PRESERVICE TEACHERS IN THE EXPERIMENTAI. GROUP

Student SAT GPA AGE SEX RACE SOCIAL CLASS
1 610 2.59 22 M W 37-UM
2 783 2.23 22 F I 57-UL
3 632 2.24 21 M W 57-UL
4 877 2.58 21 F W 57-UL
5 754 2.37 22 M N 57-UL
6 661 2.39 22 M W 57-UL
7 755 2.88 21 F W 57-UL
8 640 2.92 21 F N 57-UL
9 829 2.68 22 M W 57-UL

10 710 2.73 20 M W 57-UL

11 891 2.24 20 M W 57-UL

i2 758 2.46 21 F W 57-UL

13 831 2.12 21 M W 57~UL

14 781 3.09 21 F W 57-UL

15 . 879 2.42 22 M W 57-UL
TABLE 3

COMPARISON OF MEANS CF SCHOLASTIC APTITUDE TEST SCORES:
CONTROL VERSUS EXPERIMENTAL

Group Mean N df t P(.05)

Control 758.6 15
' 28 .0236% 2.048

Experimental 759.4 15

*Not significant at the .05 level.

‘The analysi: indicates that there were no significant differences be-
tween the control and the experimental groups based on the scholastic

aptitude ::cores.
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The grade point averages of the preservice teachers were checked
from records available in the registrar's office. The averages were
computed on the basis of a four point scale in which "A" is equal to
four points; '"B'" is equal to three points; "C" is equal to two points;
and "D" is equal to one point. The means were compared to ascertain
if there were significant differences between the control and the ex-

perimental groups. Table 4 presents the results of that analysis.

TABLE 4

COMPARISON OF MEANS OF GRADE POINT AVERAGES:
CONTROL VERSUS EXPERIMENTAL:
PRESERVICE TEACHERS

Group Mean N df t P(.05)

Control 2.55 15
28 .1865%  2.048

Experimental 2.52 15

*Not significant at the .05 level.

Examination of the table reveals that there were no significant
differences between the groups with regard to grade point average.

The study attempted to equate the groups in terms of age. The
ages of the preservice teachers were recorded from records available
in the registrar's office. The ages of the control and experimental
groups were subjected to analysis. The résult of that analysis is
presented in Table 5.

There were no significant dif ferences between the groups in

age.
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TABLE 5

COMPARISON OF MEANS OF AGE
CONTROL VERSUS EXPERIMENTAL:
PRESERVICE TEACHERS

G.oup Mean N df t » P(.05)

Control 20.80 15
28 1.7024% 2.048

Experimental 21.26 15

*Not significant at the .05 level.

The students in the control and experimental groups were matched
with regard to sex. The composition of the groups are presented in

Table 6.

TABLE 6

NUMBER OF MALES AND FEMALES IN CONTROL
AND EXPERIMENTAL GROUPS

G_oup Male Female Total
Control 9 6 15
Experimental 9 6 15

The pre: ervice teachers in the control and experiaental groups
were matched with regard to race. The composition of the groups are
presented in Table 7.

Records of the preservice teachers that were szlected to partici-
pate in the research project were carefully checked in the registrar's
office to discover the education level and occupation of their pargggg:

These college students were interviewed by the researcher in order to
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ascertain the source of income of their parents. Statis usually is
ascribed to a family on the basis of the father's occvpation, educa-
tion, and so.rce of income. The combination of these factors was used

primarily for e-tablishing social class.

TABLE 7

RACE OF PARTICIPANTS IN CONTROL AND EXPERIMUNTAL GROUPS

Group White Negro Indian Total
Contr.-1 12 2 1 15
Exper imental 12 2 1 15

Data gathered from the registrar's office and from the interview

techniques were converted to scores using Warner's Index of Status

Characteristics as adapted by McGuire and White of the University of

Texas and is krown as the Index of Social Status--Short Form.16 The

Warner Index of Status Characteristics is widely acrnepted as a reliable

gauge of social position. The scale was developed utilizing both sub-~
jective and objective measurements in interviews and rctings by judges.

Warner named the technique Evaluated Participation. 1I* was an attempt

to establish status by rating by comparison, institutional membership,

matched agreemeits, status reputation, symbolic placement. znd matched

L
agreements. .

16Carson McGuire and George D. White, "The Measurement of Social
Status" (unpublished Research Paper in Human Developmeat, No. 3 [revised],
Department of Educational Psychclogy, The University ol Texas, March,
1955}, p. 2.

17W. Llcyd Warner, Marchia Meeker, Kenneth Eels, Social Class in
Amer:ca (Chicago: Science Research Associates, 1949), pp. 47-111.
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From the rcsults of this subjective, objective technique, Warner

established (e Index of Status Characteristics which was used to

compute the social status of individuals. Carson Mcfuire has adapted

the Index of Status Characteristics to compile the 1nd=x of Social

Status which was utilized in this study.
A summa~y of the social classification for the coatrol and the

experimental gioups in the study are presented in Table 8.

TABLE 8

SOCIAL CLASSIFICATION FOR CONTROL AND EXPERIMENIAL GROUPS

Lower=- Middle- Upper- Lower- Upper

Group Lower Lower Lower Middle Middle Total
Control 0 0 14 0 1 15
Experimental 0 0 14 0 1 15
Total 0 0 28 0 2 30

The social class index scores were submitted to a t test in order
to assure that there were no differences between the groups. The re-

sults of that .nalysis are presented in Table 9.

" TABLE 9

COMPARISON OF MEANS OF SOCIAL CLASS INDFX SCORES
CONTROL VERSUS EXPERIMENTAL

Group Mean N df t P(.05)

Ccatrol 55.66 15
28 0 2.048

Lxperimental 55.66 15

*Not significant at the .05 level of
probability.
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Once it .ad been ascertained that there were no significant dif-~
ferences betweer the experimental and the contrcl groups with regard to
the factors described, the study proceeded to place noth groups through
the content, the process, and the product facets of the research. The
control group proceeded through a conventional program as described, and

the experimental groupw proceeded through a series of uodules.

Knowledge Testi..g Instrument

for Preservice "eachers

A knowledge testing instrument was prepared by preparing questions
relating to physical education skills and skills in teaching. The ques-
tions were selected by a panel of elementary physical &ducation.pro-
fessors and by a panel of professors of elementary methods professors.
Sixty questions were prepared and administered to two groups of pre-
service teachers to establish the reliability of the instrument. Tﬁe
reliability was established by using the Spearman Brown Split-Half

reliability method. The reliability coefficient was- .95.

Process Testing Instrument

for Preservica Teachers

The process area for the preservice teachers were the skills in-
cluded in the American Association for Health, Physicél Education and
Recreation Youth Fitness 'Test. This test has been in -wwide use for the
last fifteen years. This test deals with items which give indication of
physical fi*ness. The test has been standardized and provides data that

can be subjec+ed to normative analysis.
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Product Testing Instrument

for Preservice Teachers

The product measure for the teachers consisted of a series of
nine competer.zies which were selected by a panel of college professors
as important for teachers to attain. The competencies have been pro-

vided in the Definitions of Terms. The professors who selected the

teaching skills prepared a series of nine modules for the attainment

of the teaching skills. Each skill was provided a criterion level so
there would be a measure for the student as well as a measure for
analysis.' Th: criterion level was established by cousensus of the
professors who ¢stablished the.competencies and wrote the modules. It
was not possibie to establish the validity of the moJdules prior to the
beginning of the study. (See Appendix F for a copy of the competencies

and the modules.)

Interactive fkills Testing Instrument

In additic. to the modules and competencies for the attainment of
the teaching skills, the interactive skills of the feachers were
charted. The instrument that was devised for measuring this interaction
was developed by a panel of three college professors. The interaction
was measured by analyzing audio-tapes of a ten minute lesson. The
action in the “esson was checked every five seconds in terms of teacher
initiated talk, teacher response talk, pupil initiated talk, pupil re-
sponse talk, or silence. This type of analysis could be utilized to
determine whether the interaction in the -lesson was pupil dominated or
teacher dominated. The tapes were énalyzed and charted by an experienced
and trained person in interaction analysis. All tap2s in the project

were analyzed by the same person.
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General Procedurcs for Measuring Knowledges.
Process, and Product: Preservice Teachers

The control and the experimental group of teachers were adminis-
tered the knowledge instrument and the data were subjected to a t test
to ascertain if there were significant differences in che groups. The

same technique sas applied to the administering of the AAHPER Youth

Fitness Test. Both groups prepared a ten minute lesson for children

on the AAHPER skills and this lesson was taught to a group of peers.
The lesson was audio-taped and the students were checked on the cri-
terion levels for the teaching skills and the tapes weve analyzed for
the interactive skills. The criterion level instrument was recorded
and subjected t. analysis utilizing Yates Correction Formula as applied
to a Chi Square. Both the teaching skills and the Iateractive skills
data were subjected to a t test in order to ascertain If there were
significant differences in the groups in the pre-test.

Each of the groups of preservice éeachers began fr.ur weeks or
twé%ve contact hours with the university instructor. The college
students were a. approximately the sophomore or junior level. The
control group was taught at 9:30 A.M., three hours a week, utilizing
the lecture method. The participants received lectures on the physical
fitness skills and engaged with practice sessions with the skills.

They also received lectures in the teaching skills and in interaction
analysis. The :ontrol group also engaged in the development of lesson
plans for the clinical experience that they would experience.

The experimental group of teachers had the sam¢ instructor as the
control group and was taught at 12:30 P.M. The insrrgctor placed the

experimental group in proceeding through a series of m»dules designed
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to lead to the . ttainment of the physical fitness skills and through
a series of modules leading to the attainment of the teaching skills
and the interactive skills. Criterion levels were established for the

teachers in both the teaching skills amd in the physical fitness skills.

Selection of <lementary Pupils

At the end of four weeks of university instruction, the college
r

students were to work with elementary pupils in clirical experiences
for a period of four weeks. Two hﬁndred and fourteen eJementary pupils
were selected in grades five, six, and seven in a nearby elementary
school. The pupils were screened on the basis of age, r-ace, sex, in-
telligence qu-tient, grade point average, and social class. The pupils,
after screening, were divided into two groups of thirty-five pupils.
One group of pupils was taught by college stndents in the control group
and oné group of pupils was taught by college students in the experi-

mental group. The composition of the race of the pupils is presented

in Table 10.

TABLE 10

RACE OF BOYS AND GIRLS IN CONTROL AND EXPERIMENTAL GROUPS

Group White Negro Indian Total
Control 2 1 32 35
Experim ntal 2 1 32 35

The sex of the pupils was matched and Table 11 presents the com-

position of the groups.
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TABLE 11

SEX OF L)YS AND GIRLS IN CONTROL AND EXPERIMENTAL GROUPS

Group Male Female Total
Control 18 17 35
Experimental 18 17 35

The record cards of the pupils in the principal's office were
examined and the intelligence quotient of the pupils was obtained from
the cards. The test that was utilized in obtaining che intelligence

quotient was the California Short-Form Test of Mental Maturity, 1963

revision. The data obtained on the pupils in the control and experi~
mental groups were subjected to a t test and the resulcs of the analysis

_ are presented ia Table 12.

TABLE 12

COMPARISON OF MEANS OF INTELLIGENCE QUOTIENT &CORES:
) CONTROL VERSUS EXPERIMENTAL GROUPS:
ELEMENTARY BOYS AND GIRLS

Grcup Mean N df t P(.05)

Co-trol 101.54 35
68 .6415% 2.C00
Experimental 102.40 35

#Not significant at the .05 level.

The ages of the boys and girls were subjected to a t test. The

results of the analysis are presented in Table 12,
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TABLE 13

COMPARISON OF MEANS OF THE AGES OF THE ELEMENJARY PUPILS:
CONTROL VERSUS EXPERIMENTAL GROUPS

Group Mean N df t ?(.05)

Control 11.65 35
68  .2089%  2.000
Experimnratal 11.60 35

*Not significant at the .05 level.

The grade point averages of the pupils were gatherad from the
pupils' records and converted to a grade point system. The results of

the analysis, after a t test was applied, are presenteu in Table 14.

TABLE 14

COMPARISON OF MEANS OF GRADE POINT AVERAGES:
CONTROL VERSUS EXPERIMENTAL GROUPS:
ELEMENTARY PUPILS

Group Mean N df t 2(.05)

Control 2.62 35
68 .0678% 2.000

Experimental 2.62 35

*Not significant at the .05 level.

The analysis revealed that there were no significant differences in the
groups relating to grade point averages.

The socia. class for the pupils was obtained in the same manner
as for the preservice teachers, utilizing the same instrument. Table
15 provides a summary of the social.class of the éhildren in the. two

groups.
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TABLE 15 .

SUMMARY OF THE SOCIAL CLASS OF THE ELEMENTARY PUPILS:
CONTROL VERSUS EXPERIMENTAL GROUPS

Lower-  Middle- Upper- Lower-  Upper-

Group Lower Lower Lower  Middle Middle Total
Control 3 0 28 0 4 35
Experimental 3 0 28 0 4 35
Total 6 0 56 0 8 70

The scores of the pupils obtained from the social class scale were
subjected to a t test to determine whether there were s3ignificant dif-

ferences in the groups. The results of the analysis are presented in

Table 16.
TABLE 16
COMPARISON OF MEANS OF SOCIAL STATUS:
CONTROL VERSUS EXPERIMENTAL GROUPS:
ELEMENTARY BOYS AND GIRLS
Gruup Mean N daf t P(.05)
Control 58 35

68 .3817%  ,000
Experimental 57 35

*Not significant at the .05 level.

Knowledge Tes*.ng Instrument
for Elementar: Pupils

The knowledge testing instrument for the elementary pupils con-
sisted of the development of thirty-six test items which were submitted

to a panel of eight teachers—--a reading specialist, ctwo elementary
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physical education épecialists, and five coliege physical education

. professors. The panel ranked the question with regard co- the reading

level and the applicability of the questions for boys aad girls.

Twenty of the q'estions that were ranked highest by the panel were
selected and .acluded as the testing instrument for the boys and girls.
The reliability of the test was determined by using the Spearman-Brown

Split-Half reliability method. The‘feliability coefficient was estab-

- lished as .98.

Process Testing for Elementary Pupils

The proces: for the boys and girls in the elementary school was
the acquisition of the physical education skills in the AAHPER Youth
Fitness Test. The data from the bo&s and girls were analyzed and sub-
jected to a t test to determine if there were significait difrerences
between the boys and girls taught by the control group of teachers and

the experimenta' group of teachers.

General Procedures for the

Clinical Experiences

At the end of the university experience (four weeks) the teéchers
in the control and the experimental groups worked in clinical experiences
with small grou;s of elementary pupils for a period of four weeks. The
cor:trol group proceeded through a regular conventional program with
their pupils, developing lesson plans for the teaching of the AAHPER
skills. The experimental group of teachers developed criterion levels
for the pupils in their group. Each preservice teacher in both the
control and experimental groups was assigned seven puypils to work with

during the four week period. The college instructor worked as a
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clinical professor, conducting on-site instruction with both groups of
teachers as they worked with the public school pupils.

At the beginning of the four weeks of clinical experience, the
elementary pupils were administered the knowledge instrument and the
AAHPER skills. The data obtained were subjected to a t test in order
to determine if there were significant differences in the groups. At
the end of the four week period, the elementary pupils were tested
again and the data subjeéted to the same analysis. An additional audio~
tape was made of the teachers teaching both groups of public school
pupils. This tape was analyzed for the teaching skills of the pre-
service teach2rs and in terms of the Interactive skills. The data
obtained were subjected to analysis utilizing the same Chi Square and
t scores which had been utilized previously in the analyzation of the
data for the university portion of the study.

Elementary Social Studies
(Pembroke State University)

Two groups of senior elementary preservice teachers were selected
for participation in the study. The records of all student teachers
at Pembroke State University were studied in order to find two groups
of students that could be matched on the basis of age, sex, race,
scholastic aptitude test scores, grade point averages and social class.
The scores of rhe selected groups are presented in Tables 17 and 18.

Analysis was completed on each of the factors in the tables and
it was determined that there were no significant differences in the
groups witﬁ regard to SAT, GPA, Age, Sex, Race, or Social Class Index

Scores.
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TABLE 17

MASTER ROSTER OF PRESERVICE TEACHERS IN THE CONTROL GROUP
ELEMENTARY SOCIAL STUDIES

- -
Student SAT GPA Age Sex Race ?::t:lsgi::s
1 789 3.250 24 M W 57-UL
2 751 2.400 22 M W 38-LM
3 814 2.750 30 M W 57-UL
4 954 3.842 24 F W 48-LM
5 796 3.833 22 F W 46-LM
6 985 3.705 20 F W 54-UL
7 1069 3.312 22 F W 57-UL
8 722 3.200 22 F W 43-LM
9 791 3.000 21 F I 37-UM
TABLE 18

MASTER ROSTER OF PRESERVICE TEACHERS IN THE EXPERIMENTAL GROUP
ELEMENTARY SOCIAL STUDIES

Social Class

Student GAT GPA Age Sex Race Index Score
1 805 3.166 25 M W 57-UL
2 757 2.600 22 M W 48-LM
3 811 2,684 31 M %) 54-Ul
4 962 4.000 24 F %) 48-1LM
5 788 3.800 21 F W 51-LM
6 982 3.600 21 F W 62-~UL
7 1078 3.375 21 F W 57-UL
8 718 3.250 21 F W 48-LM
9 783 3.000 21 F I 37-UM
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A knowledge’instrument was devised by having three college pro-
fessors aubmit.queations on the skills of teaching. The panel of
professors selented thirteen questions relating to the teaching skills
to utilize in the testing of the teachers.

There was no process for testing the soclal studies teachers.
Originally, it was intended to measure the interactionﬁ of the
tecachers by analysis of video tape. However, it becamc evident that
the lack of video facilities in sufficient quantity would severely in-
hibit the acquinition of the teaching skills. Therefore, it was deter-
mined inadviecable to attempt to define and measure che process skills
for the teachers.

The product of the teachers was the teaching skili.s described
in the elcmentary physical education study. The same nodules were
utilized by :he social studies teachers.

The knowledges of the elementary students were measured by having
the college student prepare a series of questions for the elementary
pupils in the content areas of social studies. The questions were
approved by the classroom teacher and by the college professor in charge
of the resecrch study. The tesging instrument consisted of thirty-
three questiors.

There was no process testing of the boys and girls in the study.
The college teachers worked for a period of ten wewks with the boys and
girls and each college student worked with from thirty to thirty-five
boys and girls. Some of the college students were located nearly
one hundred miles from the college campus and the problem of getting

video tape racording equipment to the classrooms was insurmountable.
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However, the taping of the lessons with the use of audio-tape provided
evidence for the analysis of the teaching skills.

The eclementary students were selected by selecting every fifth
student from rosters submitted by the college students. The analysis
of the students' scores on achievement, IQ, social class, race and
sox rovealed thdt there were no significant differences in those
students taught by teachers in the control group and in those students
taught by teachers in the experimental group. The selection of the
students, utilizing the random method described, provided two groups
of thirty-five pupils, one group taught by teachers in the control
group and one group taught by teachers in the experimental group.

The preservice teachers were provided two weeks of intense training
on the college campus. As a portion of the training of the teachers,
the control group received lectures on the skills of teaching. The
experimental group proceeded through the modules on the teaching skills.
The knowledgcs of the teachers were pretested at the beginning of the
experience.

At the end of the two week period, the teachers moved into the
clinical experience. There were visited four times during the ten week
clinical experience by college professors. There was 1o opportunity
for on-site instruction. All areas described above were pre-tested
and post-tested in order to measure any change in both the teachers and
in the elementary pupils. All analyses of the teaéhing lessons were

accomplished by the same trained analyst.
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Elementary Social Studies
(Xavier University of New Orleans)

Two groupr of senior elementary preservice teachers were selected
for the study. The scores of the two groups were matched on the basis
of quality point averag:, age, sex, race, and social class. It was
intended to match the groups on scholastic aptitude scores; however,
these scores were not available for all the students. Tables 19 and

20 present tte scores of the groups.

TABLE 19

MASTER ROSTER OF PRESERVICE TEACHERS IN THE CONTROL GROUP
XAVIER UNIVERSITY OF NEW ORLEANS

Social Class

Student QPA Age Sex Race Irdex Score
1 2.600 37 F N 66-UL
2 2.752 33 F N 57-UL
3 2.190 24 F N 54-UL
4 2.161 32 F N 66-UL
5 2.871 30 M N 58-UL
TABLE 20

MASTER ROSTER OF PRESERVICE TEACHERS IN THE EXPERIMENTAL GROUP
XAVIER UNIVERSITY OF NEW ORLEANS

Social Class

Student QPA Age Sex Race index Score
1 2.660 35 F W 61-UL
2 2.745 23 F N 52-UL
3 2.420 38 F N 54-UL
4 2.440 31 F N 48-1M
5 2.537 37 F N 57-UL
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The resesrch team was disappointed i{n the number of tecachers that
could be included in the study. The number is so small that the results
of the study would not be valid. However, because tte procedures had
been established, it was determined to proceed with the study at Xavier
University.

The procedures in the study were the same at Xavier University as
they were in the area of social studies at Pembroke State University
with the exception of the time that was available for the university
portion of the program. The college students were o1, campus for two
days and then reported fo? the clinical experiences. Tne college stu-
dents returned to the campus one night each week during the period of
the clinical experienées for the university portion of :he program.

The students wer2 visited by‘the college professors approximately four
times. Again, as in the case. of the Pembroke study in social studies,

the college students did not receive on-site instruction.

Pregentation and Analysis of Data

The purpose of this study has been to compare modularly trained
preservice teacliers with conventionally trained preservice teachers.
The design of the research attempted to measure the knowledges of the
preservice teachers, the processes of elementary physical education
teachers, and the product of the preservice teachers. The study also
measured the knowledges of boys and girls and the processes of the boys
and girls in “he physical education study. The research study was
really three éeparate studies--one study in elementary physical educa-
tion at Pembroke State University, one study in elementary social

studies at Pembroke State University, and a study in elementary
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social studien at Xavier University of New Orleans.

With regard to the research design and the hypctheses delineated,
the presentation and discussion of the analysis of data ﬁi}l be pre=-
sented in the order of knowledges, processes, and product of preservice

teachers. Then the knowledges and processes of the elexmentary pupils

will be discussed.

Knowledges of Preservice Teachers

Hypothesis I. There 1is no significant difference in the
performance on selected cognitive objectives between pre=-
service elementary teachers in elementary social studies
and elementary physical education prepared in a CBTE pro-
gram and teachers prepared in a conventional program.

The analysis of the data for the pre-tests of the preservice

teachers relatiag to knowledges is presented in Table 21.

TABLE 21

COMPARISON OF MEANS: KNOWLEDGES: PRESERVICE TEACHERS:
PRETEST: CONTROL VERSUS EXPERIMENTAL GROUPS

School Group Mean N df t P(.05)
Control 3.20 5

ﬁ‘i’i:’rf . 8  .0000% 3.306
versity Experimental 3.20 5
e Control 5.00 9

(Social =t 16 1.0607% 2.120
Studies) Experimental 14.00 9

Pembroke

State Univ. Control 14.60 15

(Elementary . 28 .2103% 2.048
Physical Experimental 14.80 15

Education)

*Not significant at the .05 level.
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An oxaminatlon of Table 21 reveals that there were no significant
ditterences between the control and the experimental groups in knowl-
cdges when the data were subjected to a ¢ test.

After the experimental and the control groups had proceeded
through twelve weeks of modules and experiences, the groups were di-
vided and post-tested. The data were subjected to a t test and the

results of aralysis are presented in Taple 22.

TABLE 22

COMPARISON OF MEANS: KNOWLEDGES: PRESERVICE TEACHERS:
POSTTEST CONTROL VERSUS EXPERIMENTAL GROUPS

School Group Mean N df t P(.05)
Xavier Control 2.80 5
Uzzver it 8 2.1380%  2.306
sity Experimental 6.00 5
Pembroke
Control 7.60 3
.?gszia‘f“”' 16  .4837%  2.120
Studies Experimental 7.70 9
Pembroke
State Univ. Control 20.13 15
(Elementary 28 .6617% 2.048
Physical Experimental 20.73 15

/////Education)

*Not significant at the .05 level.

Table 22 reveals that there were no significant diffgrences between
the experimental and the control groups on the post-tast with regard to
knowledges. Tt would appear that the hypothesis 1s supported. There
are no significant differences between CBTE teachers and conventional

teachers with regard to knowledges.
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Process Objectives of Preservice Teachers
lypothestis 11, There Is no significant differcnce in the
performance on selected process objectives between ele-
mentary preservice teachers prepared in a CBTE program
and tceachers prepared in a conventional program.

The process objectives for the elementary physical education pre-
service teachers were the skills on the AAHPER Youth Fitness Test.
Criterion levals were established for the preservice teachers and the
data were subjected to Yates Correction Formula as applied to a Chi
Square. (A later analysis was performed on all criterion analyses
utilizing Fisher's Exact Test for Comparing Two Proportions. The
analysis utilizing Fisher's formula did not alter the findings of the
Yates formula.) The results of the pre-test on the AAMPER Skills for
male preservice teachers are presented in Table 23.

An examination of the table reveals that there were two areas in
which there were significant differences between the experimental
and control groups on the pre-test. In the skills of the shuttle run
and the fifty yard dash, the control group scored higher than the ex-
perimental gvoup and the differences were significant;

The same data were subjected to normative analysis and Table 24

" presents the results of the t test for the male students on the pre-test.
There were significant differences between the conttrol and the experi-
mental groups on the pre-test in the skills of the shuttle run and the
fifty yard dash.

The female preservice teachers were also pre~tested on their at-
tainment of the criterion levels established for them. The data were
analyzed and the results of the criterion analysis are presented in

Table 25. The table reveals that there were no significant differences

‘ : 190




TABLE 23

COMPARISON OF SCORES:s CRITERION ANALYSIS: AAHPER SKILLS TEST:

PROCESS PRETEST: MALE PRESERVIC: TEACHERS

Skd1l Group N df x° P(.05)
Coutrol 9
Pull-ups 1 «9351# 3.841
Experimental 9
Control 9
Sit=-ups 1 2.8929% 3.841
Experimental 9
Shuttle  Control 9
Experimettal 9
Control 9
Broad 1 .8889% 3.841
Jump Fxperimental 9
Fifty yard [Control 9
Dash 1 8 o 0000 3.841
Experimental 9
Softball [Control 9
Experimental 9
600 Yard {Control 9
Run-Walk 1 1.6000% 3.841
Experimental 9 :

* Not significant at the .05 level,
#% Significant at the .05 level,
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TABLE

2

COMPARISON OF MEANS: AAHPER SKILLS TESTs PROCESS PRETEST:
MALE PRESERVICE TEACHERS

Sid1l Group Mean N df t P(.05)

Control 7.33 9

Pull-ups . 16 8471 2,120
“xperimental 5.88 9
Control 57.88 9

Sit-ups 16 1.9121% 2,120
Experimental  45.33 9
Control 9.12 9

Shuttle 16 Le9570m%= 2,120
Run Exverimental 9,87 9
Control 98,66 9

Broad 16 1.1031% 2,120
Jump rimental 93.44 9
gg}tly Yard ontrol 6.0 9

16 5.3050%% 2,120
perimental 6.6 9
Softball outrol 2291 9

Throw erimental 2373 9 6 L351x 24220
600 Yard Cantrol 1:48.4 9

Run-Walk 16 .876B% 2,120
Experimantal 1:52.6 9

# Not significant at the .05 level.
- #% Significant at the .05 level,
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TABLE 25

COMPARISON OF SCORES:s CRITERION ANALYSIS: AAHPER SKILLS TEST:
PROCESS I'RETEST: FEMALE PRESERVICE TEACHERS

Skill Group __N de x P(.05)
Flexed Arm |control 6

Hang 1 « 000 3.841
Experimental 6
Control 6

Sit-ups 1 3.3750% 3.841
Experimental 6

Shuttle Control 6 L ] 3800
fun Experimental 6
6

Sroad[Fomtred 1 .50 3.8l
Experimental 6
Fifty-Yard |{Control 6

Da:h 1 1,7778% 3.841
Experimental 6
Softball Control 6

ch:raw 1 «5000% 3.841
Experimental 6

600 Yard

Control 3

Rundalk 1 .3750% 3,81
Experimental é6

# Not significant at the .05 level.
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between the control and the experimental groups in the attainment of
the criterion levels for any of the skills.

The same data were subjected to normative analysis utilizing a
t test. The results of the analysis are presented in Table 26. The
results indicate that there were significant differences between the
experimental and the control groups on the pre-test in the skills of
sit-ups and the fifty yard dash.

Because there were significant differences between both the males
and females on the pre-test with regard to some of the AAHPER skills,
and since the differences could not be accounted for, it was deter-
mined to mcasute the height and weight of the control and the experi-
mental groups to ascertain Lif this might account for the significant
differences. The analysis of the height and weight of both groups re-
vealed that there were no significant dif ferences betwcen the groups -
with regard to height or weight.

The prevervice teachers received twelve hours of college instruc-
tion and then entered into a clinical experience for an additional
twelve hours in which they worked with boys and girls. The control
group reccived conventional instruction and the experiwmental group
proceeded through a series of modules designed to provide them with
the AAHPER gkills. At the end of the twenty-four hours of experiences,
the preservice teachers were provided a post-test to measure the acqui-
sition of the skills. The data obtained were subjected to analysis
utilizing chi square for criterion analysis and a t test for norma-
tive analysis.

Table 27 provides the results of the analysis for the male teachers

as they attempted to reach the criterion levels that had been prescribed
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TABLE 26

COMPARISON OF MEANS: AAHPER SKILLS TEST: PROCESS PRETEST:
FEMALE PRESERVICE TEACHERS

Skill Group Mean N af t P(.05)
Flexed Arm |[Control 6.83 6
Experimental 3,91 6
Control 22.83 6
Experimental 16,33 6
C .
Shuttle . ontrol 11,36 6 10 1.L056% 2.228
Run ' Experimental 12.26 6
Standing .
- |Control 66 6
Broad [Fomere 10 .1037%  2.228
Jump Experimental 60 6
F%ﬁ:i Yard 1Controlv 8.00 6
; R 10 2,6120%¢ 2,228
Experimental 9,15 6
Softball Control 76493 6
Throw 10 6029% 2,228
Experimental 85,56 6
600 Yar?.k Control 2:49.6 6
Run-Wa 10 1,9694% 2,228
Experimental  3:15.3 6

* Not shgnificant at the ,05 level,
#% Significant at the ,05 levsl,
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TABLE 27

COMPARISON OF SCORES: CRITERION ANALYSIS: AAHPER SKILLS TEST:
PROCESS POSTTEST: MALE PRESERVICE TEACHERS

Skill Group N df G P(.05)
Pull=-ups Control 9
1 + 0000 3.8L1
Experimental ¢
Control 9
Sit-ups 1 «5625% 34842
Experimental ¢
Shuttle Control 9
Run : 1 «0000% 3.8L1
Experimental ¢
?road Control 9
ump 1 +0000% 3.841
Experimental 9
FftyYard | Gontrol 9
1 «0000% 3.8L1
Experimental 9
Control 9
Soiball 1 3.5536% 3.1
Experimental 9
600 Yard Control 9
Experimental ¢

* Not significant at the .05 level,

*% Significant at the ,05 level,
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by the college instructor. The table reveals that there were no sig-
nificant differences between the control and thé experimental group
in the acquisition of the criterion levels except in the area of the
six ‘hundred yard run-walk.

Table 28 provides the results of the normative analysis for the
acquisition of the AAHPER skills for the male teachers on the post-test,
The table reveals that there were significant differences between the
control and the experiﬁental groups on the skill of sit-ups, with the
experimental group mean exceeding the mean of the control group.
| The same analysis was completed for the female teachers. The
results of the analysis of the post-test with regard to the criterion
levels on the attainment of the skills are presented in Table 29. An
examination of the table reveals that there were no sigaificant dif-
ferences betw=en the control and the experimental groups on the post-
test. |

Normative analysis was accomplished for the.same data and the re-
sults of the analysis for the female teachers is presented in Table 30.
The table reveals that there were no significant differences between the
control and the experiméntal\groups in the attainment ¢f the skills on
the post~test.

It would appear that the hypotheéis is partially supported. Be-
cause there were significant differences between the control and the
experimental groups on the pre~test in the areas of the shuttle run
and the fifﬁy yard dash for the males and in the areas of sit-ups and
the fifty yvard dash for the females, and since there was no difference
‘between the groups on the post~test, it would appear that the experimental

group exceeded the control group in these areas. The post~test for the
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TABLE 28

COMPARISON OF MEANS: AAHPER SKILLS TEST: PROCESS POSTIEST:
MALE RESERVICE TEACHERS

Skill Group Mean N df t p(,08)
Control 9.11 9
Pull-ups 16 1370% 2,120
Experimental 8.88 9
Control 70.lLLy 9 ‘
Sit-ups 16 2,1446%x 2,120
Experimental 87455 9
Shuttle Control 8.72 9
Run 16 00O 2,120
: ‘Experimental 8472 9
Control 99.77 9
Broad 16 J172L4» 2,120
Jump rxperimental 100,33 9
Fifty Yard [ontrol 585 9
Dash 16 1,2198% 2,120
Experimental 5.98 g
Softball Control 2303.77 9
Throw 16 1.8771% 2,120

Experimental 2570466 9

600 Yard Comtrol 1:L4.55 9 % »
Run-Walk «1152% 2.120
Experimental 1:37.33 9

* Not significant at the ,05 level,
#% Significant at the ,05 level,

Q 198




TABLE 29

COMPARISON OF SCORES: CRITERION ANALYSIS: AAHPER SKILLS TEST:
PROCESS POSTTEST: FEMALE PRESERVICE TEACHERS

SKi1l Group N df x° P(.05)
Flexed Arm |Control 6 ' ,
Hang 1 .0000% - 3,841

Experimental 6

Control 6
Sit-ups _ 1 .0000% 3,841
Experimental 6

Shuttle Control 6

Experimental 6

Control 6
Broad 1 J3750%  3.841
Jump Experimental 6
Fifty Yard [Control 6
Dash 1 «0000% 3.841

[Experimental 6

Control 6

Softball 1 +0000%  3.8u1
Throw Experimental 6
Control 6

1 « CO0ON 3.841
600 Yard erimental 6

Run-Walk

#* Not significant at the .05 level,
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TABLE 30

COMPARISON OF MEANS: AAHPER SKILLS TEST: PROCESS POSTTEST:

FEMALE PRESERVICE TEACHERS

Skill roup Mean df ) P(.05)
F lgxed Arm | 6 ontrol 7458
ang 10 .5L75% 2.228
Experimental 5470
Control 27
Sit-ups 10 1,0518% 2,228
Experimental 32
' ' Control 10.60
Shuttle 10 1,3667% 2,228
Run Faxperimental 11,20
Standing Control 67.83
Broad _ 10 .O7£0% 2,228
Jump Experimental 68.16
Fifty Yard | control 77
Dash 10 1.5881% 2.228
Experimental 83
Controi 83,16
Softball 10 1.1571% 2,228
Throw Experimental 98.83
600 Yard Coutrol 2:48.8 1o .60 2228
Run-Walk g cerimental  2:56.8 ) )
* Not significant at the
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males indicated that there were significant differences between the

control and the c¢xperimental groups in the skills of the six hundred
yard run-walk and sit-ups, with the experimental group exceeding the
control groug.

It would appear that the male experimental group exceeded the
control group in four of the seven skills. The female experimental
group exceeded the control group in two of the skills. In the total
group, i.e. the combined male and female, the experimental group ex-

ceeded the control group in the acquisition of four of the seven skills.

Product of Preservice Teachers

Hypothesis III. There is no significant difference in the
performance on teaching and interactive skills between ele-
mentary preservice teachers in social studies and physical
educatlion prepared in a CBTE program and teachers prepared
in a conventional program.

The preservice teachers were pre-tested on nine teaching skills
and the interactive skills. The control group of teachers proceeded
through a conventional program, consisting of lectures and readings.
The experimental group proceeded through a series of modules designed
to provide proficiency in the teaching and the interactive skills. At
the end of the study, after the teachers had completed the clinical
phase of the program they were post-tested in order to ascertain if there
were significant differences between the control and the experimental
groups.

With regard to the teaching skills, criterion levels were estab-
lished for the teachers and the data obtained were subjected to analy-
sis utilizing chi square. The same data were subjected to normative

analysis utilizing a t test. The interactive skills of the teachers
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were audio-taped and analysis was accomplished relative to the inter-
active skills. The data were subjected to a t test.

The results of criterion analysis of the pre-test of the teachers
at Xavier University are presented in Table 31. The normative analysis
of the data is presented in Table 32. The results of the analysis of
the data on the interactive skills are presented in Table 33. There
were no significant differences between the contr. l and the experimental
groups on the pre~test for any of the skills measured.

The criterion analysis for the preservice teachers at Pembroke
State University in the area of social studies is presented in Table 34.
The table indicates that there were no significant differences between
the control and the experimental groups in any of the teaching skills.
The normative analysis for the pre~test on the teaching skills is pre-
sented in Table 35. An examination of the table reveals that there
were significant differences on the pre-test in the skill of summariza-
tion in favor of the control group. The analysis for the interactive
skills is presented in Table 36. This analysis revealed that there were
no significant differences between the control and the 2xperimental
group in the interactive skills.

Tables 37 and 38 provide the results of the criterion and the
normative analyses of the teaching skills. Table 39 summarizes the
analysis of the pre-test for the Pembroke State Uriversity study in
elementary physical education. An examination of Tables 37, 38, and 39
reveals that in the area of elementary physical education, there was no
difference hetween the control anrd the experimental groups in either

the teaching ckills or the interactive skills.
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TABLE 31

COMPARISON OF 3CORES: CRITERION ANALYSIS: TEACHING SKILLS:
PRETEST: PRESERVICE TEACHERS: XAVIER UNIVEISITY

Skill Groups: N df x P(s05)
Establishing] Control 5
Readiness | Experimental 5 1 » 0000 3.8L41
Control S
Presentation| 1 +0000% 3.841
Experimental 5
Control S ,
Reinforcemen} 1 «0000% 3.841
Experimental 5
Control 5
Repetition 1 .0000% 3.841
Experimental 5
Control 5
Questioning 1 . lhhol' 3. 8)41
Experimental 5
Variety in Control 5
Presentation 1 00000% 3.841
' Experimental S
Control 5
Prompting 1 «0000% 3.841
Experimental 5
Use of Control 5
Examples ' 1 «0000% 3.841
Experimental 5
Control )
1 «0000% 3,841
SummarizaxiorLE imental g 8l

# Not aignif;tcmt at the ,05 level,
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TABLE 32

COMPARISON OF MEANS: TEACHING SKILLS: PRETEST: PRESERVICE
TEACHERS: XAVIER UNIVERSITY

Skill Group Mean N df ¢ P(,05)
Establishing Control L.80 5 8 o
' «6050% 2,306
Readiness Experimental 6.80 5 695 3
Pr tati Control 3.80 5
esentation .
Experimental 5.20 5 8 -Li760% 2.306
Cortrol «20 5
ReinforcemenﬂExoerimenxal 5,00 5 8 1,918% 2,306
Control 0 5
Repetition |o o 4mental 0 g 8 « 0000 2.306
Control 2420
Questioning | ° 5 8 JI3 2.306
Experimental 5.60 5
Variety Control 0 S
in 8 .0000* 203%
Presentation |EXperimental 5
Control 0] S 8 2. 306
Prompting 3 Experimental 0 5 .0000* 03
Use of Control 0 5
Examples F.cperimental 0 5 8 .0000%- 2,306
S  pati Control 0 5
ummarizatio
q Experimental 0 5 8 « 0000% 2,306

# Not significant at the ,05 level,
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TABLE 33

COMPARISON OF MEANS: INTERACTIVE SKILIS: PRETEST: PRESERVICE
TEACHERS: XAVIER UNIVERSITY

Skill Group Mean N daf t P(,05)
s L I
tae | 8 1.6 2,306
Experimental 31,40
Teacher Control 17,00 :
Response 8 0 928% 2,306
Talk Experimental  10.40 [
Pupil Control 2l.80 5
Initiated 8 «202% 2,306
Talk Experimental 21,20 5
Pupil Control 62,60 5
Response 8 623% 2,306
Talk Experimental 57.00 5
Silence Control 0] 5
8 « CO00* 2,306
Experimental O 5

# Not significant at the .05 level.,
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TABLE 34

COMPARISON OF SCORES: CRITERION ANALYSIS: TEACHING SKILLS:
PRETEST : PRESERVICE TEACHERS: PEMBROKE STATE UNIVERSITY
(SOCIAL STUDIES)

szaﬁ°Ttmerimental

| skd11 Group N df x° P(.05)
Establishing|Control ® 1 L0000 3,841
Readiness Experimental 9

Control
Presentation o 1l 2,893 3.841
Experimental 9
Cootrol 9
Reinforcemem'Experiment al 9 1 1,600% 3.8L41
Control 9 . &
Repetiti 1 « 0000* .
epetiion Experimental
Control
tioni o 3
Questdoning Experimental 1 1108 3081
Variety in {Control
t i ) ) 1
Presentation Experimental 1 0000 3.84
Control 9
Prompting 1 «0000% <841
Experimental 9 3.8
Use of Control 9 1 a1
Examples Experimental «0000% 3.
Coptrol 9
9 1 2,250% 3.841

# Not significant at the .05 level,
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TABLE 35

- GOMPARISON UF MEANS: TEACHING SKILLS: PRETEST: PRESERVICE
TEACHERS: PEMLIOKE STATE UNIVERSITY (SOCIAL STUDIES)

Skill Group Mean N df t P(.05)
Establishing{Control .56 ? .
Cortrol 5.33 9
Presentation 16  1.6320% 2.120
Experimental 2,98 9
Reinforcemenf COntrol 6 9
Experimental 2 9 16 1.9033% 2.120
Repetition ’Control 022 9 6 Ll 2.120
[Experimental 11 9
,ontrol 24
Questioning ontro 3 4 16 1,828,% 2.120
Experimental .6 9 ‘
Variety  lcontrol 1.2 9 .
PresentaxioTExperimental Ll 9 16 1,62i% 2,120
{
prompting {CoBtTol 0 16 1.0091% 2,120
Experimental 111 9
e gontrol 26 7 16 16726  2.120
* L]
Examples Experimental 0 9 o7
atiop Tt 59 15 2.182 2,120
Summarizatio erimental i 9 o 1832 3% .

% Not significant at the .05 level.
#% Significant at the .05 level,
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TABLE 36

COMPARISON OF MEANS: INTERACTIVE SKILLS: PRETEST: "RESERVICE
TEAC!ERS: PEMBROKE STATE UNIVERSITY (SOCIAL STUDIES)

Skill Group Mean df t P(.05)
Teacher Control 92
Initiated 16 11,2669+ 2,120
Talk Experimental 106
Teacher Control 13
Response 16  1,2196% 2.120
Talk Experimental  §
guniﬁated Gontrol 3.1
- Talk 16 [ 569h* 2 ° 12 0
Experimental 1.9
Pupil Control 10.6
[Response 16 1.6LL3* 2,120
Talk Experimental Lel
Control 0
Silence 16 0000 24120
Experimental 0
y

* Not significant at the .05 level.
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TABLE 37

COMPARISON OF SCORES: CRITERION ANALYSIS: TEACHING SKILLS:
PRETEST: PRESERVICE TEACHERS: PEMBROKE STATE UNIVERGITY
(ELEMENTARY PHYSICAL EDUCATION)

Skill Group N df x2 P(.05)
Establishing|Ccrtrol 5
Readiness  |'iyperimental 15 + 000G 34841
Control 15
Presentation y -
Experimental 15 1 « 0000 3.8u1
Reinf LCon.trol 15 1 3.841
el orcemerq 'Experimenta.l 1 5 « 0000 .
Cort
Repetition ortrol 15 1 +0000% 3.841
Experimental i5
. Control 15
Questioning 1l « 0000% 3.841
Experimental 15
Variety in 'Control 15 1 3,841
Presentation Ex yerimental 15 « 0000 .
Control 15
Prompting Experimental 15 1 2 0000% 3.841
Use of Control 15
J
. , i{Ccntrol 15
Summarizatxo% «0000% .
{ixperimental 15 1 . 34841

* Not significant at the U5 level,
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TABLE 38

COMPARISON OF MEANS: THACHING SKILLS: PRETEST: PRESEIVICE
TEACHERS: "EMBROKE STATE UNIVERSITY (ELEMENTARY PHYSICAL

EDUCATION)
| sk Group Mean N df b P(+05)
Establishing|Control 0 15 28 000K 2,048
Readiness Experimental 0 15 ¢ *
C 1 0 1
Presentation: ontro 5~ 28 « 0000 2.048
Ey perimental 0 15
. {Control . 0 15 ‘
Reinf 3mend . .
einforcemen Experimental o 16 28 . Q000 2,048
Control 0 15
Repetition : 28 - 000 2.048
Experimental 0 15 *
| Ccntrol 0 1 .
Questioning | " Ur0 5 28 .000x 2,048
Experimental 0 15
Variety Control 0 15
in LY S+d
Presentation) pxperimental 0 15 28 - 0000 2,048
. Control 0 1
Prompting 5 28 « 3000% 2,048
Experimental 0 15
Use of Control 0 15
28 « 0000% 2,048
Examples Experimental 0 15
. i Control 0 15
Summarization| 28 - 0000 2,048
Experimental 0 15

* Not significant at the .0 level,
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TABLE 39

COMPAR[SON OF MEANS: INTERACTIVE SKILLS: PRETEST: PRESERVICE
TEACHERS: PEMBROKE STATE UNIVERSITY (ELEMENTARY PHYSICAL

EDUCATION)

Skill Group Mean N df t P(.05)
Control 120 15

T o oo g B 0Ox 2068

Talk perimenta

Teacher Sontrol 0 15

Response 28 CO00% 2.048

Talk Experimental o) 15

Pupils '

Initiated [ 77O ° B oas .o 2,008

Talk Experimental 0 15

Pupil Control 0 15 28 - 2,048

'lui‘:iionse Experimental 0 15 ‘ *
Control 0 15

Silence 28 « 00C0s: 2,048
Fxperimental 0 15

% Not significant at the .05 level,
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After twelve weeks of college and clinical experiances, the pre-
service teachers were tested on teaching and interactive skills.

Table 40 preserts the summary of the analysis of the Xavier University
teachers on the criterion level of the post-test. There were no sig-
nificant differences between the control and the experimental groups.

Table 41 presents the normative analysis of the pust-test on
teaching skills. There was a significant difference b:tween the control
and the expevimental group with the mean of the experimental group
scoring higher i. the skill of questioning. There were no significant
differences i1 the remainder of the skills.

Table 42 compares the means of the groups on the post-test of
interactive skills. There were no significant differerces between the
groups at Xavier University on the post-test.

Tables 3 and 44 provide a summary of the criterion analysis and
the normative z.ialysis on the post-test of the Pembroke State University
teachers in tpe teaching skills. There was a signiflcant difference in
favor of the control group on the skill of using examples in Table 44.
There were no significant differences between the grours on any of the
other teaching skills.

Table 4! provides a summary of the analysis of the Pembroke social
studies teachnrs in the interactive skills. The takle reveals that
there were no significant differences between the ccatrol and the ex-
perimental groups in these skills.

The results of the criterion analysis of the teaching skills for
the elementary physical education teachers are provided in Table 46.

On the post-test, the experimental group exceeded the control group
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TABLE LO

COMPARISON OF SCORES: CRITERION ANALYSIS: TEACHING SKILIS:
POSTTEST: PRESERVICE TEACHERS: XAVIER UNIVERSITY

{

Skill __  Grouwp N af x P(.05)
Establishing |Ccrtrol 5 . o o
Readiness ixperimental g .00 3,84

Control 5
Presenaation
Experimental g 1 « 0000* 3.8L41
Reinforcement Control 5
orcem .
.Experimental g 1 +0000% 3.841
Repetiti tontrol 5 N 50008 o
e on . .
pe Experimental 5 3
Control [
Questioning 1 1.905% .
Experimental [ 905 3.8L41
e s
Er perimental 5 ° Se0LL
Prompting Control [ |
P Experimental 5 1 « 0000* 3.841
lse of
Control 5
1 «625% .
Examples rimental g 5 3.841
; 1
Summarizationg ‘OBvFO 5 1
+ 0000 .
Experimental g 3.8L1

A
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TABIE L4l

COMPARISON OF MEANS: TEACHING SKILLS: POSTTEST: PRESKRVICE
TEACHERS: XAVIER UNIVERSITY

}
Skill Croup __Mean X df t P(.05)
Establishing|{ Control nkL 5
Readiness | pxperimental 9.8 5 8 . 8102#% 2,306
Presentation Control 19,20 &5 8 0000 2.306
Experimental 19.20 § * *
Control 6.6
Reinforcement ontro 5 8 < 89L5% 2.306
Experimental 2.2 5
Repetition Control 3.80 5 8 .7725% 2.306
Experimental .80 S
Questioning Control 2.40 5 8 2.683%% 2,306
Experimental L.80 [
;ifiet{ t;‘ Cetrol 1.40 5 8 1 3.306
esenvation Fxpe 4 ntal 2.00 5 omool .
Control . 1.8 5
Prompting 8 «5721% 2.
Experimental 2.4 5 _ 5121 306
Use of Control 3.8 5
Examples 'Experimental 18 4 8 1.1825% 2,306
s ; zatiog Control 1 5 8 0000% » '
Experimental 1 5 * +306

* Not significant at the (5 level,
#% Significant at the .05 level,
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COMPARISON OF MEANS: INTERACTIVE SKILLS: POSTTEST: PRESERVICE

TABLE L2

TEACHERS: XAVIER UNIVERSITY

Skill Gr :nip Mean t P(.05)
Teacher. -
Initisted Sontrol 37.6 e a76s 2.306
Talk [Experimental Ll.k
Teacher Control 7.20
Response 21l % 2,306
Talk Experimental  6.00
Pupil Sontrol 6,00
Initiated 0 c625% 2.306
Talk  [Experimental  L.LoO
Pupil Control 6loky
Response «3563% 2,306
Talk Experimental 67.8
Control 0
Silence J0000% 2,306
Experimental 0
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TABLE 43

COMPARISON OF SCORES: CRITERION ANALYSIS: TEACHING SKILLS: POSTTEST:
PRESERVICE TEACHERS: PEMBROKE STATE UNIVERSITY (SOCYAL STUDIES)

Skill Group N ar x2 P(.05)
Establishing| Control 9
1 «0000%* <841
Readiness Experimental 9 3.8
_ Control 9
Presentation 1 « 0000 3.8L41
Experimental 9
Centrol 9
Reinforcement 1 «935% 3.8L41
Experimental 9 ,
Control 9
Repetition 1 « 0000 8Ll
pe Experimental 9 3.8k
Control ' 9
Questioning ! 1 225% 3.841
i Experimental 9
;rmet{ i;l Control 9 1 935* 3 Bbl
esentatlo Experimenta,l 9 . .
! . Control
Prompting onvro ? 1 0 321% 3.841
Experimental 9
Use of ! Control 9 1 0000% 3.841
Examples wperimental 9 ’ s
Sumarizatio‘[ Control ? 1 « 0000 3.841
Experimental 9

# Not significent st the .05 level,
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TABLE Uk

COMPARISON OF MEANS: TEACHING SKILLS: POSTTEST: PRISERVICE
TEACHERS: PEMBROKE STATE UNIVERSITY (SOCIAL STUDIES)

Skill Croup Mean N df t P(.05)
Establishing| .ontrol 9oLl 9
Readiness 16 ~0819% 2,120
Experimental 955 9
.. . IControl 18,8 9
Presentation :
ntal 19.7 9 16 .5()12* 2.120
, Control 7.k
Reinforcemen’ ? 16 1,2205% 2,120
Lrperimental L5 9
2.
Repetition |Control 1 Y, 2.6796% 2,120
Experimental 3.l 9
Control . 5 Q
Questioning onvr 3e0 16 oLl % 2,120
Experimental 3.1 9
Variety in {ccntrol 2.1 g
Presentation ixperimental 1.4 9 16 1,2920% 20,120
Control 2.55 9 -
. 16 .o 8% 2.120
Prompting Experimental 1,0 9 o3
Control o6
Use of ! . . 5 7 16 2,5570%% 2,120
Examples | Experimental 0 9
X . | Control 1.0 9
Supgmarizatioy 0000
Experimental 1.0 o 1 ) 2.120

# Not significant at the .0t level.
#* Significant at the .05 level,
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TABLE 4§

COMPARISON OF MEANS: IN™ERACTIVE SKILLS: POSTTEST: PRESERVICE

TEACHERS: PEMBROKE STATE UNIVERSITY (SOCIAL S“UDIES)

Skill Group Mean daf t P(.05)
Teacher Control 58
Initiated 16 1,(498% 2,120
Talk Experimental 64
Teacher Control 13
Response 16 o2l 724 2.120
Talk Exrerimental bV
Pupil Control «55
Initiated 16 o 9663% 2.120
Talk Experimental 3.88
Pupil ' Ceutrol L7
Response 16 1,5993#% 2,120
Talk Tixperimental 37
Control 0
Silence . 16 L0U00% 2,120
Experimental 0
1
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TABLE L6

COMPARISON OF SCORES: CRITERION ANALYSIS: TEACHING SKILIS:
POSTTEST: T'RESERVICE TEACHERS: PEMBROKE STATE UNIVERSITY
(ELEMENTARY FAYSICAL EDUCATION)

Skill Group N odr x? P(.05)
Establis Control 15 l. 3udhl
Readiness E imental 15 « 0000% *

Ceatrol 15
Presentation
Txperimental 15 1 « 0000 3.841
Control 15
Reinforceme
© 7+ Experimental 15 1 1216003 3,8L1
CoRtrol 15
Repetition 1 + 0000* 3,841
Fe Experimental 15
. Coctroi 15
Questioning 1 19, 3,841
Fxperimental 15 945415 3.8
Variety in |[Control 15
Presentation|p o iinental 15 1 « 0000 3.841
e —
Control 15
’ 1 19, %t 3,
Prompting E: perimental 15 943475 3811
Use of Control 15
Examples 1 000 3,841
Experimental 15
) Control 15
Summarizatio; 1 « 0000% 3.841
Experimental 15

"% Not significant at the .05 level.
#% Significant at the (5 level,
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in the skills of reinforcement, questioning, and prompting. There
were no significant differences between the control aad the experi-
mental groups in the other skills.

The normative analysis is presented in Table 47. The experimental
group exceednd the control group in the skills of establishing readiness,
presentation, reinforcement, questioning, and prompting. There were no
significant differences in the other skills.

Table 48 presents the results of the analysis of the interactive
skills of the elementary physical education teachers at Pembroke State
University. The table reveals that the experimental group exceeded
the control ;roup in the areas of teacher initiated talk and in pupil
response talk. The scores were significant in these two areas.

It would appear that the hypothesis is partially supported. The
experimental group exceeded the control group in the areas of summariza-~
tion, estaBlishing readiness, presentation, reinforcement, questioning,
and prompting. In one study, the control group exceeded the experi-
mental group in the skill of using examples. It would appear that the

experimental group exceeded the control group in six of the nine skills.

Knowledge of Elementary Pupils

Hypothesis IV. There is no significant difference in the
performance on selected cognitive objectives by pupils in
elementary schools who are taught by teachers prepared in
conven:ional programs as compared to pupils taugat by
teachers prepared in CBTE programs.

At the beginning of the clinical experience, the elementary pupils
were pre~tested by the preservice teachers. The results of the pre-test
are presented in Table 49. There were no significaat. differences

between the control and the experimental groups of e’ementary pupils on
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TABLE U

COMPARISON OF MEANS: TEACHING SKILLS:POSTTEST: PRESERVICE
TEACHERS: PEMBROKE STATE UNIVERSITY (ELEMENTARY PHYSICAL

EDUCATION!
Skill Group Mean N _df + P(.05)
Establishing| Control 10 15
. 28 De6272%% 2,048
Readiness | Experimental 13 15 7 %
Preseritation; Control 18 15 28 8390%% 2,048
“"" Experimental 2y 15 > )
| Control 1 15
Reinforcement 28 LoL795%% 2,048
Experimental 9 15
Control 0 15 A
L 28 +9993% 2,048
frepetition Experimental «1333 15
Questioning | Comtrol 4 15 28 s.om60% 2,048
Experimental 13 15 -
Variety in {Control 5 15 ‘I
3 28 .OOOO* 2.%8
Presentation Experimental 5 15
Prompting | o o- : o 21663  2.048
O . L .
mpLing Experimental 15 9e21
Use of lControl 0 15 26 .o000% 2,048
Examples Experimental 0 15 ) )
] . IControl 1 15
Sumarizatiody, oimental 1 15 28 .0000%  2,0u8

% Not significant at the 0% level,
*% Significant at the .05 level,
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TABLE ' L8

COMPARISON OF MEANS: INTERACTIVE SKILLS: POSTTEST: PRESERVICE
TEACRERS : PEMBROKE STATE UNIVERSITY (ELEMENTARY PHYSICAL

EDUCATION)

Skill | Group Mean N daf ¢ P(.05)
Teacher Control 60 1 |
Initiated 5 28 3.2120%% 2,048
Talk k:perimental L1 15
Teacher Control 2y 15
Response 28 2,0359% 2,048
Talk Experimental 33 i5
Pupil Control 1 15
Initiated 28 «9022% 2,048
Talk Fxperimental 0] 15

Pupil Control 36 15 _
Response 28 3.87h3% 2,048
Talk Experimental * L6 15
Silence Control 0 15 28 - 0000% 2,048
- Experimental 0 15
#* Not significant at the .05 level,
## Significant at the ,05 level,
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TABLE L9

COMPARISON OF MEANS: KNOWLEDGES: ELEMENTARY PUPILS: PRETEST:
CON.ROL VERSUS EXPERIMENTAL GROUPS

-School Group Mean N daf t P(.05)
Xavier Control 17 15
University 58 24 0&52** 2,000
Experimental 19 35
Pembroke
State Control 17 35
University 68 86874 2,000
(Social FExperimental 18 35
Studies)
Pembroke
State Control 9 35
University 68 « 3979 2,000
(Elementary |Experimental} 9 35
Physical
Education)

* Not significant at the .05 level,
#% Significant at the .05 luvel,
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the pre-test “or the Peﬁbroke University study in sccial studies and
in elementary physical education. There was a significant difference
on the pre-test at Xavier University.

The results of the post-test of the elemen;ary purils are provided
in Table 50. There were no significant differences Becween the control
and the experimantal groups at Xavier University and at Pembroke State
University in the area of social studies. 1In the Pembroke State Univer-
sity study in elementary physical education, the mear. of the experimen-
tal group was 18.4 and the mean of the control group wes 15.9. The
difference in the means was significant at the .05 level.

It would appear that the hypothesis is partially supported. The
elementary pupils in the experimental group in physical education
scored significantly higher on the post-test than did the control 3roup

at Pembroke State University.

Process of Elementary Pupils

Hypothesis V. There is no significant difference in the
performance on selected process objectives by pupils in
elementar' schools who are taught by teachers prepared
in conveniional programs as compared to pupils taught by
teachers prepared in a CBTE program.

The elementary pupils in the Pembroke State University study in
elementary physical education were pre-tested prior to the beginning
of the clinical experiences. The pupils were also suhjected to analysis
regarding twe height and weight of the pupils. It was found that there
were no significant differences between the experimental and control
groups with regard to height or weight.

The results of the analysis of the male elemertary pupils on the

pre-test are presented in Table 51. The control gironp exceeded the
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TABIE 50

COMPARISON OF MEANS: KNOWLEDGES: ELEMENTARY PUPILS:
POSTTEST: CONTROL VERSUS EXPERIMENTAL GROUPS

School Grou Mean N df t P(.05)

Control 20 35

Kavier 68  2.7396% 2,000

University |pyperimental 22 35

Pembroke Cortrol 2k 35

State 68  -.9087% 2,000

PUniversity |Experimental 25 35

(Social

Studies)

Pembroke {Control 15.9 35

State 68  LJ5SuL6wx 2,000

University |Experimental 18,) 35

(Elementary

-Physical

Education)

#* Not significant at the .05 l:vel.
#% Significant at the ,05 level,
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TABIE 51

COMPARISON OF MEANS} PROCESS: ELEMENTARY PUPILS: AAHFER SKILLS
TEST: PRETEST: CONTROL VERSUS EXPERIMENTAL GROUPS: PEMEROKE
STATE UNIVERSITY (MALE PUPILS)

Skill Croup Mean N df t P(.05)
Control 2.7 18
Pull-ups Experimental 3.3 18 A 7
Control 3 18
o423 2,042
Sit-ups Experimental 30 18 A 4303 %
S (ontrol 10,7 18
R B 9w 2,02
Experimental 10,6 18
Broad Control 63 18
(Zxperimental 63 18 :
ifty Yard |Control 7.9 18
DaZh 3 1.4218* 2.042
Experimental 8,5 18
LSof tball 1 18
I'hrow control 353 k' 2,2621%% 2,042
[E-perimental 1185 13
b00 Yard Control U1 18
Run-Walk 3y 1,6002% 2,042
Experimental 156 18

¥ Not significant at the ,05 level,
#% Significant at the .05 lavel,
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experimental group in the skill of the softball throw. The difference
in the means wai signiflicant at the .05 level. There were no significant
differences in the other skills.

Table 52 ﬂ?esents the results of the analysis of the female pupils
on the pre-test. There were significant differences in favor of the
experimental groups in the skills of sit-ups and the standing broad
jump. There were no significant differences between the groups with
regard to the o:her skills. |

After the pupils had received four weeks of instruction by the
college students, the elementary pupils were post-tesi.ed in order to
ascertain if there were significant differences between the groups.

After four weeks of instruction, the elementary pupils were
tested again in order to ascertain if there were significant differ-
ences in the groups. Table 53 presents the summary of the analysis of
the male elementary pupils. An examination of the t4able reveals that
there were no significant differences between the control and the ex-
perimental groups on any of the AAHPER skills tested.

Table 54 provides a summary of the analysis of the female ele-
mentary pupils on the post-test. There were significant differences in
favor of the experimental group in the skills of sit-ups, the standing
broad jump, and the six hundred yard run-walk. The:re were no signifi-
cant differences between the control and the experimental groups in the
other skills tested.

It would appear that the hypothesis was partial’y supported.

There were significant differences in favor of the experimental group

in the areas of the softball throw for males, and in the areas of sit-ups,
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TABLES?2

COMPARISON OF MEANS: PROCESS: ELEMENTARY PUPILS: AAHPER SKILLS
TEST: PRE{EST: CONTROL VERSUS EXPERIMENTAL GROUPS: PEMBROKE
STATE UNIVEPSITY (FEMALE PUPILS)

Skill Group Mean N df 1 P(.05)
Control 5.2 17

Flexed Arm 32 1,11%k%% 2,042

Hang Experimental 7.9 17
Ccntrol 15 17

Sit-ups 32 2,3uL8ex 2,042
Experimental 2L 17
Control 11.8 17

e 2 1313 2,042
Experimental 12.5 17

Standing  (control 1

Broad | 55 T 2 2.sgue 2,002

Jump Experimental 61 17

Fifty Yard [Control 8ol 17

Dash 32 5673% 2.042
Experimental 8.2 17

Softball Control 682 17

Throw 32 Lu272% 2,042
Fxperimental 71 17

600 Yard [cOntrol 185 17

Run-Walk 32 L8055% 2,042
Experimental 175 17 :

|

# Not significant at the .05 Level.

*% Significant at the .05 level,
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TABLE 53

COMPARISON OF MEANS: PROCESS: ELEMENTARY PUPILS: AAHPER SKILLS
TEST: POSTTEST: CONTROL VERSUS EXPERIMENTAL GROUPS: PEMBROKE
STATE UNIVERSITY (MALE PUPILS)

Skill Group Mean N af t P(.05)
Control L9 18
Pull- ﬂ.& 06 |3 2,042
|ups Experimental S 18 3 U
foutrol 59 18
Sit- k' o' 316% 2.042
it-ups Experimental 61 18
Shuttle ContrOI 10.2 18
Run 3 1,1270% 2,042
‘Experimental 9.9 18
Broad Control 68 18
Jump 3 oL7Th% 2.,Q42
Experimental 70 18
jCortrol 7.6 18
Fifty Yard 3y 0000 2,042
Dash Experimental 746 18
Control 121 18 '
ggﬁggﬂl A La275% 2,042
Experimental 120 18
Control 2:1, 18
600 Yard 3y «6329% 2,042
Run-Walk ‘xperimental 2:17 18

* Not significant at the .05 level,
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TABLE 54

COMPARISON OF MEANS: PROCESS: ELEMENTARY PUPILS: AAEPER SKILLS:
POSTTESTs CONTROL VERSUS EXPFRIMENTAL GROUPS: PEMBRCXE STATE
UNIVERSITY (FEMALE PUPILIS)

Skill Group Mean N daf t P(.05)
Control 9 17
Flexed Arm 32 .800% 2,042
Hang Experimental 15 17
» Control 27 17
Sit-ups 4 32 5.1328%% 2,042
Exoerimental L3 17
Shut Control 1l.1 17
h;uxtxle 32 1,8240% 2,042
Experimental 10.7 17
Standing Control 60 17
Broad 32 2,8335 2,042
Jump Experimental 67 17
Fifty Yard [Control 8.1 17
Dagh 32 1.8182% 2,042
Experimental 76 17
Softball Control 66 17
Throw 32 1,1933% 2,042
b&xperimental 75 17
600 Yard Control 2345 17
Run~-Walk 32 2.,QL68% 2,042
rbqerimental 2328 17

* Not significant at the .C5 level,
*% Significant at the ,05 level,
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the standing broad Jump, and the slx-hendred-ycar-run-valk for femalc

elementary puplls.

Summary, Conclusions and Recommendatiosas

The purpose of this study has been to compare modularly trained
preservice teachlers with conventionally trained preservice teachers in
order to ascertain if the modular trained teachers perform significantly
better on knowledge objectives, process objectives ard product objec-
tives. The study also measured the knowledges and processes of ele-
mentary pupils in order to ascertain if the modularly rrained teachers
produced competency in elementary pupils. The research study was really
three separate studies. One study was in elementary physical education
and two studies were in the area of elementary social studies.

The preservice teachers had a period of university instruction,
with the control group receiving conventional instruction. The experi-
mental group proceeded through a series of modules designed to provide
competency in tie AAHPER Youth Fitness Skills, and in teaching and inter-
active skills. Instruments were designed and the teachers were pre- and
post-tested relative to the attainment of the skills.

The preservice teachers entered a period of clinical experiences
working with public school pupils. The public school wupils were pre-
and post-tes:ed and the data analyzed in order to see if there were
differences between the experimental and control groups. The data
gathered from the testing of all phases of the resecrch were analyzed
and the results of the analyzation were presented in the presentation

and analysis of data.
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The analysis of the data has revealed that the preservice teachers
in the modular program (previously defined as competency based teacher
education) did uot acquire knowledges significantly better than teachers
in a conventional program. Modularly trained teachers acquired the .
AAHPER skills significantly better than teachers in a conventional pro-
gram. The CBTE teachers performed significantly bette:' in four of the
seven skills. The CBTE teachers in elementary physical education ex-
ceeded the control group in six of nine teaching sklills. Elementary
pupils taught by teachers prepared in CBTE programs acquired knowledges
and AAHPER skills significantly better than pupils taught by teachers
who were conventionally trained. The same results were not obtained
by CBTE trained teachers in either study in elementary social studies.

It has been pointed out in the methods and procedares of the study
that the procedures differed in the two studies in social studies. In
the social stidies the college pupils were seniors and were entering
_that portion of the program usually referred to as 'rtudent teaching."
The senior students did not receive on-site instruct:ion while they were
engaged in student teaching. In the study in elementa:cy physical educa-
tion, the students were sophomores and juniors and they did receive
on-site instruction when they entered the clinical experiences. It has
also beén pointed out that the group at Xavier University was so small

that the results of the study were probably invalid.

Conclusions
With regard to the summary of the study and the summary of the

analysis of che daca, the following conclusions can be made:
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Teachers prepared in a competency based teacher educa-
tion program do not perform better on knowledges than

do teachers in a conventional program.

Teachers prepared in a competency based teacher educa-
tion program perform the AAHPER skills better than
teachers in a conventional program.

Teacliers prepared in a competency based teacher educa-
tion program perform better on selected teaching skills
than do teachers prepared in a conventional program.
Elementary pupils acquire knowledges about phisical
education under teachers prepared in a compet-ncy based
teacher education program better than pupils taught by
teachers prepared in a conventional progran.

Elementary pupils acquire the AAHPER skills better under
teachers prepared in a competency based teacher education
program than do pupils taught by zeachers prepared in a
conventional prcgram.

If teachers are prepared in a competency based teacher
education program, it is important that thcse teachers be
closely supervised in the clinical experiences by the
clinical professor. The results of the competency based
program are greater if the preservice teachers work with
smal.. numbers of students in closely supervised clinical
experiences. If: appears too late, at the student teaching
level in a conventional program, to initiate competency

based approaches.
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Recommendations and Suggested Studies

On the basis of the conclusions just presented, the following

recommendations are made:

1.

Colleges and universities should move toward the instal-
lation of competency based teacher education in elementary
physical education. The prograﬁ should have clinical
experiances that are supervised by clinical professors and
shouid begin in the program as early as pbssible.

Further studies should be made in content ar2ss utilizing
similar research designs in order to ascertair if the same
results can be obtained in other content areas than ele-

mentary physical education.
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Goal I11. Major activities and accomplistments
toward comparing modular (or CBTI) trained
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Goal III
Goal IV
Appendixes
A. Report on the conference on competency based education
at Prairie View A & M University, Prairie View, Texas,
July 27, 28, 1972 by Dr. Howard Fortney

B, Third zarty evaluation questionnaitre

C. Proposal for developing a Learning Center at Norfolk
State University by Drs. Hafiz and Witty

D. Human Relations Component

E. Job descriptions and background of Research Teaw Members

I. Introduction

This is 2 third-party evaluation of a 1972-73 project of the
Southern Consortium of Colleges for Teacher Education entitled "Develop-
ment and Effectiveness of Competency-Based Teacher Fiucation in Emerging
Institutions." The evaluation was undertaken for the Consortium at the
request of the Project Director, Dr. Howard Fortney, University of South
Alabama. The contract period was thirteen days. Durirg that time the
investigator (1) became familiar with the project throvgh a day's visit
with Drs. Fortney, Judge and Fisher of the Research Team (RT) in Mobile,
(2) returned and ‘ead miscellaneous papers provided by the RT (reports
of RT visits to Consortium member schools, parts of RT progress reports,
motivational mrterials for use in training sessions and so forth),

(3) developed and mailed a questionnaire intended to determine the ex-
tent to which each member institution was meeting project goals,

(4) set up and conducted three site visits--to Xavier, North Carolina
Central and Norfolk State, (5) returned to analyze the questionnaires
received and the information obtained during the site visits and (6) wrote
this report.

As in almost all cases of evaluation, not enough time was allccated
to the func-ion. Consequently this report pretends t:» be neither
thorough nor complete, nor is it as analytic as it shomld be. Consider
it only a biru's-eye-view of the work of many ambitious and dedicated
Southern tescher educators, their colleagues and friends. It is unfor-
tunate that educational history probably will not nave a comprehensive
record of what happened and why, with what results. That exploration is
well worth an analyst's efforts. Perhaps a studenc of teacher education
is waiting for just such an opportunity. '
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II. Background of the Project

A short history

This competency-based teacher educatlon project has its genesis
somewhere in former Defense Secretary McNamara's notiun of project
management and accountability which he brought from industry. Addi-
tionally there are roots to be found in the programmed (nstruction
movement of the post-Sputnik late 1950's and early 1960's. Most people,
however, will see its germination in the U.S. Office of Education's
Comprehensive Elementary Teacher Education Models (CETIM) program which
was born on Cctober 16, 1967 when the National Center for Educational
Research and Development (NCERD) issued a request for proposals to
develop specifi- .ations for program models for the preparation of ele-
mentary teachers.l One of the eligibility requiremeats for participa-
tion of a college in the CETEY program was that it must graduate one
hundred elementary teachers annually. This requiremunt eliminated
smaller colleges such as most of those in the Consortium from the compe-
tition. Recognizing both the need for smaller institutions with limited
resources to participate in change in teacher education and the need to
see 1f the CETEM programs were at all relevant to such sichools, during
1969-71 NCERD provided minimal support for ten southern colleges (the
Consortium) to band together to accomplish these purposes.2 Initial
Consortium efforts then were focused on examining the CETEM efforts and
designing competency-based teacher education (CBTE) programs on each of
the campuses of member institutionms.

Project funding

In January 1972, $96,000 was given to the Consortium among other
things to develop, implement, and evaluate the CBTE designs which had
been growing in the minds of Consortium members over the previous twe
years. Project management was given over to three former members of
the Livingston State University faculty (Livingston ha:dl withdrawn from
the Consortium) who became known as the Research Team or RT. The RT
located at the Yniversity of South Alabama which bevame an Associate
Member of the Ccnsortium.

1For an historical accounting of the CETEM progran see Donald R.
Cruickshank. Blueprints for Teacher Education: A Review of Phase II
Proposals for the USOE Comprehensive Elementary Teachec Education
(CETEM) Program. Washington, D.C.: U.S. Office of Education, October
1970, pages 1-3 and appendixes,

2For a mcre complete description of the Consortium's development
and early activities of members see James Steffensen and Cheryl Inge,
"Feasibility of the Elementary Teacher Education Mo:dels in Developing
Institutions," Journal of Research and Development in Education, Vol. 3,
Number 3 (Spring 1970), 107-119. For an understanding of the governance
of the Consortium see By Laws: Consortium of Southern Colleges for Teacher
Education. Durham, North Carolina: Consortium Centrai Office, June 29,
1972.
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Competency-based teacher education (CBTE) defined

A few remarks are in order about CBTE since the major objective of
the project is to develop and implement such programs &t Consortium
schools. The notion of teacher competencies arose withtin the context
of the earlier mentioned CETEM program. In the "Inforcation for Institu-
tions Preparing Proposals for Phase II of the Bureau o: Research Ele-
mentary Teacher Education Project" components of a model program are
listed, the first of which is a "catalog of knowledge, skills, and com-
petencies to be achieved by the trainee."

Since that time a kind of conventional wisdom awout CBTE has
developed and found expression in a work by Elam.3 d2 notes that there
is general agreement that teacher education is performence-based
(performance-based and competency-based are now used interchangeably) if:

1. Competencies (knowledge, skills, behaviors) tc be demonstrated
by the student are derived from explicit concsptions of teacher
roles, stated so as to make possible assessmei:t of a student's
behzvior in relation to specific competencies, and made public
in adviance.

2. Criteria to be employed in assessing competencies are based
upon, and in harmony with, specified compet:ncies; explicit in
stating expected levels of mastery under specified conditions;
and made public in advance.

3. Assessment of the student's competency uses his performance ac
the primary source of evidence; takes into account evidence of
the student's knowledge relevant to planning “or, analyzing,
interpreting, or evaluating situations or beheviors; and
strives for objectivity.

4. The student's rate of progress through the program is determined
by demonstrated competency rather than by iime or course
completion.

5. The instructional program is intended to fa:iiitate the develop-
ment and evaluation of the student's achievem'nt of competen-
cies specified.

Those workir.g with performance-based programs believe they should have
the following characteristics:

1. Ins:ruction is individualized, personalized, and modularized.

2. The learning experience of the individual is guided by feedback.
3. The program as a whole is systemic.

3Stanley Elam, A Resume of Performance-Based Te:ccher Education.

Waéhington, D.C.: The American Association of Colleges for Teacher
Education, 1972.
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4. The emphasis is on exit, not on entrance, requirements.

5. The student is held accountable for performan:e, completing
the program when, and only when, he demonstrates the compe-
tencies that have been identified as requisite for a particular
professional role.

6. The program is field-centered.

7. There is a broad base for decision making (including such
groups as college/university faculty, students, and public
school personnel).

8. The protocol and training materials provided Lo students
focus upon concepts, skills, knowledges (usually in units
called modules) which can be learned in a specific instruc-
tional setting.

9. Both the teachers and the students are desizners of the in-
structional system.

10. The program is open and regenerative; it has a research com-
ponent.

11. Preparation for a professional role is viewed as continuing
throughout the career of the professional.

12. 1Instruction moves from mastery of specific techniques to
role integration.

III. Description of the Project

Project objectives

Based upon reading the proposal to USOE, following is a list of
promises the Consortium seems to have made.

1. That each Consortium member would develop CBTE programs
suitatle for use in other small colleges and universities
(probably so-called developing institutions). That each
member's teacher education program would include an operating
management system, a faculty development system geared toward
CBTE implementation, and a Community involvement mechanism.

2. That certain parts of the CBTE programs (specifically Learning
Laboratories, Simulation Laboratories and Human Relations
Laboratories) would be developed and tried owt in regional
demonstration centers to determine their effactiveness.

3. That the Consortium would establish a central office for
teacher education program development wherein a repository
and information dissemination service wouvld be housed. This




Center would establish and maiatain contacts with others
involved in CBTE and teacher eduycation generally. (Specific
mention is made of AACTE, ERIC, National Lzboratories and

R & D tenters, commercial publishers, the national protocol
and training materials project, state education agencies,
and training complexes.) In addi:ion, the Center would
conduct conferences, assemble tagsk forces, .ind publish a
newsletter.

4. That the Consortium Center would develop a consultative service
to assist other small schools interested in CBTE.

5. That the feasibility of faculty and student exchanges which
would strengthen teaching and learning in CBTE programs would
be determined.

6. That Consortium CBTE trained siudents would be compared with
traditionally trained students.

7. That the resuits of Consortium efforts will Le widely dis-
seminated by the Center.

These seven promises were subsumed under four major project goals as
follows: (Numbers in parentheses correspond with the promises. Note
some promises are related to more than one goal.)

Goal 1 to design, develop, implement and evaluvate CBTE programs
at Consortium schools (1)

Goal 2 to develop and demonstrate selected program components
(Learning Lab, Human Relations Lab, Simulation Lab, and
Portal Schools) for Consortium schools andG selected
others (2,4)

Goal 3 to compare modular trained students with traditionally
trained students (6)

Goal 4 tco design, develop, implement and evaluate improved
Consortium organization and services (3,4,5,7)

Immediately one should be struck with the ambitiousness of the Consortium.
Each of the original CETEM participants received approximately twice the
total Consortium's project budget just to design prcegrams and do
feasibility studies. Here Consortium members were promising to develop,
implement and evaluate CBTE programs in eighteen months on a "wing and

a prayer." Early in this project's history it was re-::omm:nded to the

RT that the contract be re-negotiated in 1light of what tue budget

could support. This was not done. The result is that generally speaking,
using Elam’s criteria as the measure, the Consortium fell short of the
mark on several promises but far exceeded all reasonable expectations.
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Major activities and accomplishments in
relation to each of the four project goals

Two sources of information were used in determiuing what the proj-~
ect accomplished. The first source was the Research leam (RT) located
in Mobile which was responsible to the Consortium for accomplishing the
project's goals. The second source was the individual »articipating
colleges. A third source not available to the investigator was the
Consortium's Board of Directors or its Executive Commitcee which would
have had to be especially convened.

Goal I. Major activities and accomplishments in relation to
designing, developing, implementing and evaluating CBTE programs at
Consortium schools. The investigator made a one-day visit to the RT in
Mobile in order to discuss the third-party evaluation. At that time
some information was collected related to each goal. Specifically to
facilitate the accomplishment of Goal I, it was found that the RT was
making visits to the eleven Consortium schools in order (1) to deter-
mine how involved each was in CBTE activities, (2) to establish with
each school a systems approach to follow in order to maximize efforts,
and (3) to conduct faculty development conferences on a variety of
topics, e.g., developing and writing competencies and developing muduies.
Between July 1972 and mid-January 1973, seventecn RT visits were made
with the intention of working toward the accomplishment of Goal 1.
Appendix A is a report made after a typical Goal I site visit. Extensive
written documentation is available that the Goal I visits were well-
planned and executed. Special efforts were made to jut personnel and
schools on tasks and deadlines and to increase the number of participat-
ing faculty.

Work toward Goal I by the RT probably was slowed wien a technical
assistance grant was made to the Consortium to help other small colleges
outside the Consortium to work toward CBTE. From August 1972 until mid-
January 1973 it appaars that 27 RT staff days were contributed toward
technical assis:tance exclusive of preparation and travel time involved.
This is at least¢ the equivalent of a month's productivity for one staff
person and the technical assistance still is ongoing at the time of this
evaluation. A technical assistance grant, noteworthy as its objective
may be, should be supported by the addition of professional staff to the
RT. This does not seem to be the case.

Furthermore other staff days are being given to other noteworthy
but extra-curricular events such as organiziug or participating in CBTE
conferences sponsored by professional associations and state education
departments,

All of these peripheral activities have to derract from work toward
the goal of developing, implementing and evaluating CBTE at Consortium
schools. On the other hand, RT participation in providing technical

4Adopted from Donald R. Cruickshank, "Conceptualizing a Process for
Teacher Education Curriculum Development," Journal of Teacher Education,
Spring, 1971.
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assistance must be reinforcing to Consortium members. It must make them
feel that their efforts, to some extent, are being widely disseminated
and recognized.

As mentioned earlier, a second source of information was the Con-
sortium schools. An instrument (Appendix B) was sent :o0 all eleven
member schools to assess the progress each had made toward one or more
of the four goals undertaken. In order to assess progress toward Goal I,
respondents wer: asked (1) to list major activities undertaken to design,
develop and implement CBTE (2) to list future activirties (3) to describe
major accomplishments (4) to describe the extent to which Goal I would
be accomplished by the close of the project period on June 1, 1973,

(5) to describe the extent to which it had developed management, faculty
development, and community involvement subsystems, (6) o list names,
positions and duties of key personnel, (7) to make reccmmendations to
other schools (like their own) who are about to enter iato CBTE. Fol-
lowing is a report and analysis of the information rec=zived in relation-
ship to each of the seven queries listed above for Goal I.

An examination of the major activities reportec by member schools to
accomplish Goal I revealed substantial agreement on the process followed
as they moved toward a CBTE program. The most frequently reported major
activities were:

1. All schools began by selected faculty or admiristrators be-
coming more aware of the Comprehensive Elementary Teacher
Education Model (CETEM) programs. This usually was accom-
plished either by reading the final reports, visiting or
bringing in consultants from the sponsoring iestitutions,
attending the AACTE Dissemination Conferences or combinations
of the above. All schools began this way probably because
they were mandated to study the CETEM programs according to
their first federal contract.

2. A second order of events seemed to be those required to gain
the support of the college administration ard particulaiiy
the faculty. Even though schools had to make a commitment
to CBTE in order to belong to the Consortium it seems clear
that there was and is considerable unevenness to that pledge
or at least to the ability to carry it out. [n this regard
merbers mention holding on-campus faculty workshops on the
gereral nature of CBTE and attending similar meetings held
elsewinere.

3. Closely related to the second type of activity was an effort
to ivolve local education agencies in CBVE. In several in-
stances CBTE proponents conducted meeting: for both "insiders"
and "outsiders." Teacher Corps and Triple T Projects were
often "in-between" groups which seemed to have a strong
impact throughout the development of CBTE, the former often
furnishing personnel and financial support. Since some
Washington Teacher Corps Staff (particularly Dr. James
Steffensen) were associated with the CETEM program which
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advocated CBTE, this support is not surprising and has been
welcomed by the Consortium.

Once urderstanding and broader support seemnd to have been
gotten, colleges became more task oriented. Several mentioned
next that they considered CBTE in relation to the current
program and identified overall goals for th¢ new CBTE program.
At this point decisions often were made, consciously or sub-
consciously, to revise the current program and,/or to develop

a parallel one.

Further meetings were held of a faculty development nature in
which the notions of competencies and modules were specifically
discussed. (It was often in the context of thuse meetings

that the RT seemed to have its greatest impact probably be-
cause of the staff's expertise in writing behavioral objectives
and its emphasis that modules be developed «ccording to a
particular format. See Appendix A, paragraph 3.2.)

Accompanying the above activities was often thz need to decide
how competencies should be derived. The RT suggested the
following alternatives:

a. Extrapolating competencies from present ccurses using
course goals.

b. Selecting competencies from prepared lists.

c. Fxtrapolating competencies from concepts, skills, and
attitudes teachers need to eusure pupil learning.

d. Analyzing teacher behaviors and extrapolating competen-
cies thevefrom.

e. Deriving competencies from rescarch and other authorita-
tive sources. (In most cases members user strategy a
above probably because some relationships could be
established between what professors cucrently were
teaching and CBTE.)

Establishing individual or group assignments and deadlines or
schedules of work followed, although most :schools did not
take scheduiing too seriously preferring to go as fast as
permissible.

Once into module writing, it became evident that access to
available modules deveioped on other campuses was necessary
so staff members began to identify and send for materials
which were related to their tasks. Surprisingly few of the
people interviewed during the site visits seemed to know of
the libraries of modules being gathered =t Consortium Central
or at the RT.
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9. An awareness also developed that more and/or better field
settings (often referred to as Portal Schools) were required
wherein CBTE students could learn and/or demonstrate skills.
Simulation and microteaching labs also were established in
most schools since both methodologies permit rhe acting=-out
of teaching behaviors for analysis.

10. Learning Centers were developed wherein curriculum materials
were ‘housed and teaching and learning could occur. Learning
Centers seem to differ from fairly traditional instructional
materials centers to combinaticns of teachirg-learning-
materials development operations. Those Cen:ers visited
were hardly adequate in terms of space, materiils, services
and availability although all had plans to bacome more
functional.

11. Determining how competencies can be demonstrated and assessed
seems to be an ongoing dilemma both in the Consortium and
nationwide. At the 1973 AERA meeting several persons ad-
dressed the problem. Consortium members would do well to
hear from those who reported and others on this count.

12. Field testing of modules took place in cour<es and revisions
were made.

13. Modules were sent to the RT for evaluation and storage.

14. Efforts were made to prepare information about CBTE for
other interested schools.

15. Several schools mentioned internal evaluation of the CBTE
prograu but only a few seemed to work at the task in any
special way.

It would be an over-generalization to suggest that all the schools
followed the aforementioned fifteen major activities ur that they were
followed in that exact order. Rather most followed most and most fol-
lowed the order. The value of such an oversimplified analysis is that
it can be a guide for others, CBTE-bent, to consider--not necessarily
to follow.

When asked what remained to be done to accomplish Goal I before the
project's end, not surprisingly some of the above fifteen items were
rementioned for two reasons. First, not all schools are at the same
place in CBTE altnough it is very safe to say that uo one seems to be
near program completion using Elam's criteria. Secind, member schools
must have felt that repetition of activities was necessary either

5When the major activities for Goal III are presented the evalua-
tion efforts of Tennessee State, FAMU, South Carolina State, Xavier and
Pembroke will be discussed.
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because of the advent of new faculty or to reinforce earlier CBTE com-
mitments and skills. Most mentioned continuing activities are:

O

consideration of the revision of the traditional teacher
educatiun program.

attenacant identification of competencies and writing of new
modules.

revision of existing modules.

continued procurement of software and hardware co be used in
modules.

field testing of materials particularly minicourses which
could be used.

use of CBTE with more students.

expanded use of field experiences.

development and operationalization of support subsystems
particularly management with emphasis on module deliverwy and
record keeping.

continued attendance at regional or national CBTE meetings.

submission of new programs for state approval,

During the three site visits the most difficult continuing problem

seems to be the development and operationalizaticn of support sibsystems
particularly management with emphasis on module delivery and record

keeping.

Members simply do not have staff, facilities and sometimes

know~how to make their CBTE programs functional.

CBTE

ERIC

Aruitoxt provided by Eic:

When asked what major observable accomplishments have resulted from
efforts the following were cited:

courses have been rewritten with behavioral objectives.

modules have been developed to accomplish tiie behavioral
objectives.

time limits have been removed from teaching ard learning.

new courses have been developed (mentioned ofien were early
experiences--simulation, microteaching and hurian relatiomns).

more field experiences have been established.

there is greater cooperation with the community and the local
education agencies.
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- teacher education program has been renewed.

- some [aculty members have galned recognition both inside
and outside the college as experts In CBTE.

- differentiated staffing has been established in the training
program and in the schools.

- college has been able to gain entrance to or rerain in the
Teacher Corps.

All of these perceptions of accomplishment were not shared equally
nor was it possible to determine whether, in fact, all the claims were
truly accomplished. In some instances, for example "the removal of
time limits on courses," some schools complained that students were
not motivated Lo work on the modules independently, that they let the
work pile up, and that often at the end of the quartei incompletes had
to be given and/or faculty members were deluged by students making
frenzied last minute efforts to "get work in on time," z denial of a
principle of CBTE.

The fifth question asked about Goal I was "to what extent do you
believe you will accomplish the (project's) objectives by June, 19737
The schools which responded directly said:

- 100%

- All by June 1, 1973.

- We are trying to find out. We will make every zffort to
accomplish the goals.

- We expect to reach the objectives.

- By then we anticipate accomplishing the objectives.

~ Of the three courses in the professional serquence all are in
some measure competency-based now and we arc¢ making inrocads

into the student teaching program.

- fully accomplished by June 1.

a prediction seems inappropriate.

Others reporting misunderstood the question. The question, by the way,
seems to have been a very poor one since it did not give the respondent
a referrent for CBTE. 1If, for example, we had used the Elam criteria
it is highly doubtful that any school would have responded that its
work would be completed. Since each school probahly has 1ts own more
limited definition of CBTE the above responses are understandable and
acceptable. Just formulating course objectives, liehavioral or not,
seems to be an imposing rask for teacher educators. What Consortium
members and other CBTE advocates seem to accept as CBTE programs is
nearly any effort toward becoming more clear about what you're doing.
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The sixth question asked respondents to describe the extent to
which they had fulfilled the proposal promise to develop and utilize
management, faculty development and community involvement subsystems
to support CBTE. Again there is great variation among schools in the
extent and nature of response to this as to other prcposal promises.
After visiting three schools and reading responses to the third-party
evaluation questionnaires it seems safe to say that little manpower is
available or given to designing, developing and implementing the sub-
systems in a formal way. In addition nothing was seen or mentioned
that would suggest much help was provided the Consortium schools for
such efforts. Except for early RT efforts stressing ome conceptuali-
zation for developing a teacher education curriculum and mention of
PERT and GANTT charts, models for the subsystems did not appear to be
available and it could be that schools were not even sure what the
subsystems should be like. The few member reference: to a management
system included: :

- '"We are bringing in interns from a local university's School
of Management to assist the Management Subsysrem Committee,"

- '"We are working toward a module delivery and record keeping
system," and

- "We have used PERT with each development team."

More often respondents either did not answer the question or
answered it in such a way that it was difficult to determine whether
the concept of a management subsystem was within their grasp. In
February the Consortium held a meeting wherein a consultant described
management systems but members either do not seem to know about the
explanation or found it too general and theoretical. What members
seem to need is precise knowledge about how to get moduies to appropriate
students at the appropriate time and how zo keep accounis of where
students are in the program. Clearly two orders of the problems are
present. The members do not seem to have enough help in conceptualiza~
tion and/or they do not have manpower to allocate tc the task.

Even less mention is made of faculty development and community
involvement subsystems. The reasons are probably the same.

When asked to list names and positions of "key'" persons in the
CBTE program professional educational personnel predominate but a wide
range of campus personnel are participating. Only one school indicated
that among the '"key'" persons are local education agency personnel. Only
one school cited state department persons. Research Team (RT) members
were named as key personnel by some and not mentioned by others. The
question was not well asked. Consequently little can be said in rela-
tion to the findings. Probably the term "key" personnel should have
been defined. Surprisingly no one answered another part of the question
which asked '"what special efforts were made to improve the qualifications
by key persons. . . .'" Perhaps this should not be so surprising in that
the whole idea of a faculty development subsystem 3eemed not understood,
not well reported, or neglected.

248



The final question under Goal I asked respondents in retrospect
to make recommendations to other schools like their own who are about
to enter into CBTE. Here respondents answered most readily and two
schools of thought surfaced. One school advocates jupping right in,
"Begin, don't wait until everything is perfect and ever‘:one is happy."
School two conservatively argues for slow, cautious moveinent. School
two advocates suggest that the following advice be heeded.

- Make certain that administrative approval and support is
committed that will give authority and visibility to the
CBTE effort.

- 1Involve everyone (faculty, students, administration, public
schools, state department) early and provide for their continued
involvement on a planned basis. Provide for jnterdisciplinary
work.

- Use a systems approach and program evaluation re¢view technique—-
be certain that all activities and events are szheduled and
delivered.

- Be prepared to reallocate resources (money, people, and space)
- Be realistic in terms of available resources.
- Develop a faculty development system which among other things:

acquaints all with CETEM program,

supports faculty visits to CBTE schools,

reviews literature on CBTE,

brings consultant help in (CBTE, program plianning and
evaluation),

reinforces or rewards faculty involvement,

- Either hire extra staff to free CBTE workers or reduce their
present loads. CBTE staff must have time off.

- Do a pilot program first based upon revision of current
courses.

Besides "jumping right in," the first school of thought would try to
get rid of or go around persons not supportive, develor a completely
new program rather than revise the current one and use CBTE materials
which were already made elsewhere rather than develcp modules on campus.
The contrast bectween these schools of thought are obvious, interesting
and worthy of study to determine what precisely haprens when you go

one route as opposed to the other.

Goal II. Major activities and accomplishments in relation to
designing, developing, implermenting and evaluating selected program

components (Learning Lab, Human Relations Lab, Simulation Lab and Portal

Schools) for Comsortium schocls and selected others. uring Spring

1972, shortly after the project was funded, Consortium schools considered
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the promise made in the proposal, "to develop functional demonstration
units such as learning laboratories for individual instruction, simula-
tion laboratories and human relations laboratories. . . ." A fourth
demonstration unit, the Portal School, was added later. The following
member schools volunteered to create demonstration units:

Learning Laboratory~-Norfolk State

Simulation Laboratory--Florida A & M (FAMU)

Human Relations Laboratory=--North Carolina Central
Portal Schools--Clark College

Two of the above schools, NCCU and Clark, indicated they had already
begun to operate their demonstration units, while Florida A & M and
Norfolk had no such headstart. 1In order to provide minimal support to
get underway, the Consortium provided the latter schools $2500 each
for development. In one case the money was expended; in the other
state regulations governing spending interfered with the Consortium's
intention. 1Iv addition to the four schools mentioned above which
volunteered to rlevelop demonstration units, two others noted on the
third-party evaluation questionnaire that they were working toward
Goal II. Tennessee State claimed work toward a human relatioms lab
while South Caruliua State cited soon-to-be developei human relatioms,
simulation and learning labs.

The information about member involvement with each demcastration
unit or lab was obtained from RT questionnaires, the third-party evalua-
tion questionnaire and the site visits to Norfolk State and NCCU. In-
formation obtained about each lab 1s presented below.

l. Learning Lab (sometimes referred to as a Learning Center).
Norfolk State describes it as a place necessary to support
CBTE activities, a place where students '"may practice as
often and as long as necessary to master teaching skills and
behaviors.”" Seen in more of a multi-purpose way than the
above description permits, the lab further is mentioned as a
place where students would prepare instructional materials,
where materials, equipment and supplies for the CBTE program
would be housed and where simulation and microteaching occur.
Norfolk State's document "A Proposal for Developing a
Learning Center and so forth," is attached as Appendix C.
Again after reading that document and other consortium plans
one is struck with the ambitiousness of it all. There seems
to be little doubt that the functions the lab is supposed to
perform are necessary. What is unclear is how the lab was
conceptualized and whether in the space an< with the support
it has it can begin to carry out all or ever most of its
mission. Probably Educational Facilities Laboratory personnel
should have been involved with the Consortium and individual
members as they worked toward designing and allocating space
to program needs such as establishing physical facilities.

At all the schools visited (Norfolk, NCCU and Xavier) there
was concern for the adequacy and operation of what would be

a complex and costly facility if it were to function according
to specifications.
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2. Simulation Laboratory. FAMU
Simulation is not defined by its users in the Consortium

(apparently everyone). However, aiter reviewing its applica-
tion it could be said that the term is used to describe the
use of any materials or equipment which permits the learner
to produce teaching behavior in a contrived setting. Men-
tionad most often by FAMU and others are the Teaching
Problems Laboratory and Inner-City Simulation Laboratory
which are intended to help students improve problem solving
skills, increase their repertoire of responses to classroom
problems, enhance student self-awareness and increase knowl-
edge and use of applicatle theory in classrvcm situations.
In addition the term simulation often is used synonymously
with use of films, microteaching (which supposedly is real
teaching), mirror teaching (using TV for feedback), role-
playing and case studies, the latter often derived from
student teacher experience. Since there was no opportunity
to visit the FAMU Simulation Laboratory the absve limited
information was gleaned fiom questionnaire responses. Al-
though key persons working on the lab were mentiocned again,
as previously mentioned under Goal I, the respondent did

not auswer the question, "What special efforts were made to
improve the qualifications of people to work toward the goal?"
Such omissions could support the need for improving faculty
development subsystems. '

3. Human Relations Laboratory.
North Carolina Central University (NCCU) is the demonstration
site for this lab and has adopted the Weber State model which
is based primarily on materials developed by Thiokol Inc.
NCCU had an earlier, locally developed version of such a lab
but evidently decided to discontinue it. According to NCCU
personnel the Thiokol materials, not competency~based, are
being used in conjunction with two courses and will be tried
out more completely next year. In actual fact then there
is as yet no place called a human relations laboratory. An
unofficial entry into this domain is Tennessee State which
responded on the third-party evaluation questicnnaire that it
was "somewhat" involved meaning by that that it would begin
operation of a human relations lab near the time of this
writing. In reality the Tennessee effort seems to be directed
toward human relations training for the advisers of students
including but not restricted to those in CBTE. Clearly because
Tennessee State hopes to implement the Syracuse CETEM program
it will have a human relations component which is described in
a mimeograph, "A Competency~Based Teacher Education Program
at Tennessee State University (Phase II)." It 1s not clear,
however, from the questionnaire response or from other mate-
rials received whether anything of the sort is in operation
for students. Another paper, "Human Relations Component,"
which seems to be a plan to be enacted is app«nded for
reference. (See Appendix D.)
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4, portal Schools.
clark College took responsibility for this demonstration unit
but for some reason did not respond to the third-party evalua-
tfon direction to "list as sequentially as pessible all the
major activities undertaken . . . to develop and demonstrate
the selected component (Portal School)." Clark also did not
seem to respond to earlier RT requests for sim:lar information.
Norfolk State indicated to the RT that it had »ortal Schools
which had been in existence for two years. It was not deter-
mined whether or not these schools were associated with CBTE
or Teacher Corps or both. Again, as with tae other 1labs,
a clear definition for the lab is nci available. Judging
from available data submitted to the investigator, the use of
the term Portal School may not be the same as originally con-
celved in the Florida State University CETEM. Public agree-
ment on the nature and functions of all four labs would make
analiysis easier.

Goal III. Major activities and accomplishments toward comparing

L . . - y
modular (or CBTE) trained students with traditional trained students.
Schools which indicated that they worked toward this gcnl were Tennessee
State, South Zarolina State, Florida A & M, Pembroke and Xavier. The
latter two schools with the RT's assistance designed an experimental
study which was submitted to the investigator. The other schools'
intentions were gleaned from the third-party evaluation questionnaires.

Firgt a few comments about the research proposal. It was suggested
by the investigator that this promise or goal be negotlated out of the
proposal, The reasons for this were two-fold. First, research of the
type to pe performed almost always fails to produce differences between
and among the groups treated not because individual differences do not
occur within subjects, but because they are averaged ou: during data
analysis. The use of multivariate designs has been suggested. More
importantly this is an implementation study at best and not enough time
is availgble for that. To pull overburdened staff of member schools
and the RT away from implementation efforts and toward questionable
research is not maximizing the project's major contribution which seems
to be to demonstrate that CBTE can be carried out with minimal support
in developing colleges. Therefore it is not the inteation of the in-
vestigator tO examine rigorously the Research Prospectus and only a
few related comments are offered.

1. since no related literature is cited the hypotheses arise full-
blown and unsubstantiated. Certainly we could ask how these
hyp=theses were selected. What reason is there to believe
that they have survived at least the rigorous test of logic
if not of previous related research? Why should we believe
and test the beliefs that CBTE trained students will be
petter performers of the so-called cognitive objectives or
other? Will they be better at them becaus: they are taught
how and others are not? 1Is that a real test of anything?

If we teach one group to play basketball and another not,
how can we expect them to be equal in baskettall playing?
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2. Random selection of subjects should eliminate the need to
match. Of course checks on randomization can “e made.

3. What proven direct relationships (validity) have the instru-
ments to the things (competencies) they are being used to
measure? Is this a case of using devices which perhaps are
not vaiid, perhaps unreliable? How will persons using the
instruments be treated to gain inter-rater veliability?

4. How will experimenter treatment differences be controlled?

5. How will the "effects of history" be taken into account when
selecting the student experimental groups? The things they
are being equated on are not the main dependen: variables.

6. How much confidence do you have in the use of student raters
who seemed to be untrained?

7. How will differences in teacher verbal behavior be adjuéted
for differences in instructional topics or vhether it is a
presentation or review lesson?

Generally the prospectus has merit considering tte time available
to consider, design and execute such a study. It seems that after a
cursory reading of the prospectus that the research is #raught with
many of the usual problems described by Campbell and Stanley and further
exacerbated or impaired by personnel and time restraints. The Con-
sortium has outlined at least a $50,000 study to be done for practically
nothing. Again, such ambition!

If the Consortium schools wish to do research it could be done to
determine how competencies can best be assessed and which seem related
to some sought-after measures, perhaps pupil gain, puvpil or teacher
satisfaction or .other. The questions to be answered here are just as
complex but much more germane and probably must be attended to before
experimental designs are enacted in order to identify predictive
variables and instrumentation.

South Carolina State is conducting a study to determine if CBTE
has an effect on the” behavior, attitudes and college reading skills of
a group of freshmen. It is not clear what type of cuasi-experimental
design is being used or whether there is more than cne form of the
evaluation instrument. Apparently the data collected will be subjective
and highly general in nature. It would be interesting to see how the
subjective data offered by student subjects compared with objective
data on reading gain scores.

Tennessee State has an Evaluation Committee for freshman CBTE and
has compared attitudes of CBTE trained students with ocher freshmen.
Reported results are that the two groups ''resemble each other very
closely," a not unexpected finding based upon what we know of attitude
change.
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FAMU reports that it will do a "complete evaluation of the first
three quarters of work by students and faculty" and that a third-
party evaluator, from the State Education Departient, will participate.

In addition Norfolk has developed some forms for evaluating
"education components" and CBTE "instructional materials' which should
be shared.

Goal 1V. Major activities and accomplishments jn relation to
designing, developing, implemeriting and evaluating improved Consortium
services. Materials available to the investigator and interviews re-
vealed that the Consortium does perform useful services for its member-
ship. Obviously the largest improved service was brought about by the
establishment of the RT whose activities have facilitited movement
toward CBTE. Members remark consistently of the value ¢f the RT in the
areas of curriculum development, management assistance znd research.
Indeed the RT in conjunction with Consortium Central has been a strong
force for change.

Combined efforts of these two groups, the former responsible to
the latter, have included academic year sponsorship of a series of work-
shops on evaluation, assessment, and management as well as seminars on
minicourses which are being field-tested by selected schools.

Furthermore the Consortium plans to improve communxcation by
publishing the newsletter on a monthly basis but making members re-
sponsible for submitting items of note.

In September Consortium Central and the RT met to reconsider the
organization and services of the Consortium. During that meeting it
was concluded that among improvements needed are (1) an ability to
respond more premptly to funding agencies, (2) establishment of guide-
lines for handling monies internally, and (3) increased representation
at Consortium meetings.

In order to improve linkages between the consort:ium and agencies,
a promise made in the USOE proposal, agencies were listad and a Con-
sortium liaison person was selected for each purportedly to strengthen
and clarify such relationships. Whether or not such a decentralized
system will be efficient or manageable is debatable but capable of
proof. The number of linkages noted number in the tweities and it would
seem gifficult if not impossible to maintain them well in either a cen-
tralized or decentralized fashion given the Consortium and member school
resources.

When asked by the RT how the Consortium better can serve its
members, responses included (1) provide more financial help, (2) provide
more curriculum development assistance, (3) provide copies of modules,
(4) make us aware of new educational products, (5) provide more faculty
development assistance, (6) give more research assistance, (7) set up
inter-campus visits, (8) provide more consultant help, (9) evaluate
our efforts, (10) provide more travel assistance, (l1) organize con-
sortia within the Consortium, (12) support the RT which in turn supports
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us, (13) improve public relations within Consortium communities=-too
much emphasis on linkages important to Consortium Central, (14) estab-
lish needs assessment system.

Reading reports submitted to the RT, several recommendations can
be made. With the Bylaws in mind, efforts need to be made to determine
who is responsible for what. A functional, visible management system
should be set up for the Consortium which provides for zs many needs as
possible given the Consortium's mission. Clearly with Consortium
Central consisting of a half-time director, an administrative assistant
(described as a record keeper and business manager), and a typist, very
little time is available to oversee the activities of tae eleven col-
leges as they relate to Consortium goals.

Some rather pointed criticism was directed toward Consortium
Central by only one member school. Since there was no opportunity to
determine its accuracy of if accurate its generalizabhility, its occur-
rence is recorded here only as a matter for further inquiry in~house.

Generally schools seem enthusiastic about the Conscrtium, feeling
that it has definitely enhanced change in teacher education and given
member schools visibility and respect they might not have obtained
otherwise. Some felt that other Consortium-linked schools also shared
these benefits.

Program review efforts

Little investigator time was given to looking at how well the
Research Team (RT) monitored the program. Clearly RT staff visited
member schools in attempts to keep everyone moving and on target.
Similarly it asked for and usually received responses tc inquiries re-
garding progress. However, no grand management plan exists which was
followed scrupulously. Rather it seems from time to time RT members
needed to find out how everything was going. At the outset, some atten-
tion seemed to be given to project management and evaluation (utilizing
the CIPP process in conjunction with a conceptual model for change in
teacher educatinn) however there is no evidence available to the in-
vestigator that that early work was further developed and utilized
in any systematic way. Again, given the size of the RT, limitations
for overall program design, development, implementation and evaluation
are obvious yet hurtful to the Consortium’s efforts.

Personnel

Many persons were mentioned as working toward Consortium goals.
Whether they were as qualified as possible to work on some goals is
suspect for two reasons. As mentioned earlier faculty development did
not seem to be a deliberate, ongoing, carefully formulated event. When
asked, "What special efforts were made to improve the qualifications of
persons to work toward the goal(s)?" responses were negligible but
most often missing. Probably among the best qualified persons are the
RT members (see Appendix E) who had previously workad on changing over
to a behavioral objectives program at Livingston State University and
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Teacher Corps persons who had additional support and help from TAP
persons. Certainly administrative staff were qualified to the extent
they had administrative experience but perhaps they too needed con-
tinuing help. Lack of management systems of note may underline that
need. One characteristic all personnel had in common was motivation.
It is unlikely that any project has engaged so many persons in change
in teacher education with such minimal support.

IV. Discussion and Summary

Did or will the project reach its goals? The answer to that
question lies in the eyes of the beholder. Consortium members feel
they will. Since no readily identifiable criteria exist, since the
goals for the project themselves are not stated behaviorally, there is
and will be plenty of room for conjecture. There will be agreement on
one point-~everyone tried. Visible efforts were made toward CBTE, toward
establishing znd operating demonstration units or labs, toward evaluating
the training of CBTE students and toward improving Cunsortium operation
and services. The foregoing bear testimony to these chings.

The task of the third-party evaluator is to go out on a limb by
himself, to take responsibility for reacting without regard to how the
reaction will be received. Consequently, following is a response to
the total project and to its separate strivings.

Unquestionably, USOE is getting its money's worth. Sponsorship of
this effort is accomplishing the Office's dual goal of permitting small
colleges with limited resources to participate in change in teacher
education and to determine the value of the CETEM program to them. Ten
of the eleven schools (one did not report in time toc be included) are
very much involved in change and are using the CETEM ncdels as points
of reference.

What is sorely needed for use by the members and ovhers involved in
change in teacher education is a conceptualization of 2 systematic
process(es) of curriculum development which they can follow. Schools

. will not adopt in very large part what others have dope. Rather they
want to know how to do it themselves. (Teacher educators have long
been highly idiosyncratic and probably will remain so in years to come.)
This contention can be supported by looking at how the members used the
CETEM programs. They looked at them, spoke with their developers,
extracted a few ideas, went back home and basically built their own
curriculum or revised current programs (most often the latter). Along
with presenting exemplary models to choose among, USOE should engage
serious scholars in developing conceptualizations of models for curricu-
lum design, development, implementation and evaluation in teacher
education. Beingable tohave and pursue a clear process and having
access to some products certainly should enhance the natural bent of
the teacher educator. Perhaps the Consortium should seek funding to
provide historically accurate case study accounts of processes member
schools empioyed. From such case studies theories and models can be
formulated.
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This project probably has proven that a small investment in so-
called developing institutions will have a fairly large return. Such
schools value these investments and make maximum use »f them. The
in-kind contributions were not calculated but in staff time alone they
are enormous. Whether or not these schools will sufficiently affect
what other schools will do is another question. If Henry Brickell's
study of change in New York State is taken seriously thken USOE would
do well to support exemplary change in representative iastitutions,
perhaps:

large -~ public
large - private
small - public
small - private

Other characteristics might be geography (north, east, south, west), and
wealth. 1In this way schools interested in change could find an example
like themselves. For this reason the Consortium might want to select
one of its members as an exemplary site or perhaps, even better, bring
in a new school to serve that role. Then funds should be sought to
conceptualize a process for curriculum developmeﬁt and a program built
thereon. At least in this way there would be a systematically developed:
exemplar for small-public or private colleges in the South who have
limited wealth. 1Instead the Consortium has fostered a variety of
changes in teacher education which do not seem to have developed from
any explicit set of curriculum development rationales.

Goal 1

Using Elam's criteria for CBTE it is unlikely that any school has
a program demonstrating all those qualities. Purist CETE advocates
would fault many of the modules for not being up to '"standard." However,
real approximations of CBTE are developing and as the staffs of member
schools grow in CBTE sophistication and skill surely the approximations
will be better. The beauty of this project is that it is encouraging
and enhancing what people want to do--improve a progrvam=--so that the
project will end in June in name only; the work will continue.

Since the Consortium will continue after this project officially
concludes it would be appropriate for it to develop a system-wide
management by objectives program to ensure that objectives, activities,
evaluation, resource allocation and so forth become more clear. Better
administration will enhance everyone's work and lead to greater success.
In that context individual schools should do the same so that macro and
micro systems are in tune or consonant with each other. Additional
staffing is key here. If staffing cannot be made a-ailable the whole
Consortium notion and CBTE program development can become quite un-
realisttc. The obviously great ambition 'of individual teacher educators
and administrators will atrophy sooner or later, probably sooner if
help is not forthcoming. It is also possible that & new, well-intentioned
but poorly debeloped CBTE program will be less valid than the traditional
program being displaced. It is one thing to have a great notion, it is
quite another to operationalize it.
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Another potential problem of note is that schools probably are
expecting new programs to be designed, developed, implemented and
evaluated too soon. TIf we sat down seriously and tried to develop a
PERT chart il ustrating all the required activities in that process,
the time line would realistically span a decade, not a year or two.
Teacher educators should stop fooling themselves and others that
changing the curriculum (in any meaningful, lasting way) is a sudden
thing.

Goal 1II

It seems again that approximations of demonstraticn units or labs
are shaping up. Some seem to be doing better than others but all need
attention. Surwnrisingly little outside consultant help seems to have
been provided for conceptualizing and/or developing the labs. Since
there is some lack of clarity about each unit and what it should do, it
will continue to be difficult to get them operating in an exemplary
way. EFL people could help with the learning lab which seems to be
better (but not completely) conceived. The other labs seem to need
conceptual work, otherwise something will be shoved in to fill the gap.
Since they are hardly operative, they cannot and have not been used
in the "demonstration” sense.

Goal III

Earlier ccmments on the value and complexity of research for this
project should be referred to. In summary, it is recommended that
given the sparse resources of the RT and schools, the time and energy
could be better spent. If research is to be a part of the Consortium's
efforts it should be planned as a special function, staffed and properly
supported. Research and researchable topics should be within the scope
of the Consortium's interests rather than in the traditional mold which
is quite likely to report the absence of significant differences.

Goal IV

Not being aware of the literature on consortia it is difficult to
make any reccimendations. It may be time for the Consortium to do just
that--to read, find out about, visit consortia and see what makes them
tick. In juxtaposition with that new knowledge, probably clear recom-~
mendations could be made which would enhance this organization. Even
though members seem reasonably pleased, there may be ways to optimize
the operation beyond those solicited by the RT and reported on earlier
pages. [‘irst and foremost there is probably need for a full-time
director who is an administrator-type with appropriate vision and

- training, someone.who has contacts in Washington and with foundations
favoring developing institutions. This person should be supported by
the Consortium schools on a pro-rated basis. Monies brought into the
Consortium shculd be for projects, not his support. He or she should
have an adequate staff and travel budget and hold rank and tenure at
one of the member schools of his choosing. He probably should be
well-paid, at least $20,000 per year. This could cost each school only
$3-5,000 a year. Without full-time leadership the Consortium will go




on and probably continue to grow and prosper albeit more slowly. The
job will be done between other jobs. If the members want visibility
and prosperity in teacher education beyond their campuses this is
indeed a small price to pay for it.

Donald R. Cruickshank, Professor
Faculty of Curriculum and Foundations
The Ohio State University

Columbus, Ohio

March 30, 1973
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APPENDIX A

REPORT ON THE CONFERENCE ON COMPETENCY BASZD EDUCATICN

Prairie View A & M University - Prairie View, Texas
July 27, 28, 1972

Dr. Howard M. Fortney

1. The faculty met and previewed a slide and tape presentation on
competency based teacher education. There were approximately 20
faculty members present who had been previously seleccted to repre-
sent the "hard Core" of faculty that would begin the planning for
the Prairie View Model for competency based education. The faculty
was selected in such a manner as to have a representation of all
department: of the University.

2. After viewing the tape and slide presentation, the faculty began
brainstorming to develop those elements which they felt would be
important in the Prairie View Model.

3. Dr. Fortney then presented those elements in competency based teacher
education which would have to be placed in the program. These elements
originated from the Performance Based Teaching Project of the American
Association of Colleges for Teacher Education and from previous
agreements of the Consortium of Southern Colleges for Teacher Educa-
tion which is attempting to develop and implement competency based
teacher education in thirteen schools in ten southern states. The
parameters were established as follows:

1. Competencies must be identified.
1.1 Competencies must be written in terminology which would
contain the audience (learner), the behavior to be elicited
(in behavioral terminology), the conditions surrounding
that behavior, and the degree to which the behavior must
reach in order to ascertain that competency has been reached.

1.2 There must be implicit in the competency a conception of the
role of the teacher, i.e. is the teacher a facilitator,
an interactor, a diagnostician or an innovator. It was
suggested by the committee that Prairie View needed to think
in terms of an "enabler of learning.”

1.3 The competencies must have pre-assessment and post assess-—
ment instruments designed.

1.4 The competencies must be made public to the student.

2. Modules must be written that lead to the attainment of the com-
pietucies.
2.1 The modules must contain the following elements.
2.1.2 Title
Behavioral Objective. This objective must meet the
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same criteria as the competency, i.e., the specifica-
tion of the audience, the behavior to be enlisted,
the conditions surrounding that behavior, and the
degree of acceptance of the beharior which will be
satisfactory.

2.1.3 Rationale for the Objective

2.1.4 Pre-assessment of the Behavior

2.1.5 Learning Experience

2.1.6 Post Assessment

2.1.7 Resources

(The reason this module format has been established in this
manner is because the research project must assess modules
for the 13 schools, and must also establish criteria for
the transportability or the exportab111Ly of modules
within the various schools.)
4. A modified Q Sort Technique was utilized to ascertain what other
elements the faculty saw as elements related to the development
and implementation of the program. The administration of the Q Sort
revealed that the faculty grouped the related elements in competency
based education in the following order:
1. Achievement Based, not time-based.
2. Perscnalized, individualized instruction.
3. Emphasis on exit, not entrance requirements.

4. The role of the teacher is viewed as an enabler of learning.

5. Both faculty and students are designers of instructlonal
systems.

6. Systemic approach, regenerative, open system.

7. Utilization of the new technology.

€. Negotiation of instructional goals by faculty and students.
9. Multi-institutional pattern of instruction and organization.
10. Formative feedback to student regarding his progress.
11. Field~centered.
12. Training and protocol materials.

13. 1Internal research components.

14. . Pre-service-~-inservice continuum.
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Other items listed as important in the models were as follows:

Research by teachers

Flexible schedule

Conference with students

Time for individual conferences

Research by teacher

Flexibility

Differentiation of staff as team

Accountability

Standards and criteria made public

10. Evaluation and feedback to teacher

11. Human Relations

12, Communication

13. Small group objectives, individual objectives, total group
objectives

14. Mutual trust

15. Writing specialist

16. Curriculum specialist

17. Modular bank

18. Differentiated staffing

19, Multi-media materials and equipment available and working

20. Explicit objectives

21. Measurable

WOV WM

5. Cruickshank's design for a model for changing curriculum at the
university level was presented and explained:

Need —| Design |—=|Development |—| Implementation {—>}Evaluation

It was also explained that the technique for the research project
would be the CIPP Process as outlined by Daniel Stufflebeam of Ohio
University. Briefly this process is presented below and refers to a
systemic method for monitoring research as it applies to each stage
of the Cruickshank model.

—
Context {——* | Input {—*> |Process|{— {Product

Utilizing this procedure, the faculty worked to define their needs
and to design a procedure in line with the Cruickshank Model.

6. Faculty needs were defined as follows:

6.1 Writing behavioral objectives.

6.2 The identification of competencies.

6.3 Modular construction.

6.4 The conversion of secondary methods to competencies and
modules, particularly student teaching and also assessment
instruments.
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6.5 The demonstration and training in the use of various commercial
materials such as Cruickshank's Simulation, Dwight Allen's
Technical Skills of Teaching, and Flanders and Amidon's Inter-
action Analysis Techniques.

6.6 Field centered - What does this mean in terms of competency
based teacher education?

6.7 Multi-media materials - the problems inherent in this area in
converting to competency based teacher educition and the plans
that Prairie View must make for the future ii competency based
becomes a reality.

6.8 Overview for competency based education for the total faculty.
This should apply to the reasons and rationale as well as be a
sales pitch for the entire faculty. 5

6.9 Texas Education Agency - What is this agency c¢oing in terms of
preparing the state for competency based and what is the master
plan?

6.10 Sensitivity training - It was pointed out that the group
dynamics approach would be better than participation in group
activities.

7. 1In preparation for solving these faculty needs, it was determined
that the faculty conference on August 28, 29 and 30 would address
itself to the above needs. The conference activities and the con-
sultants are provided below:

Conference Theme: Performance Based Curriculum:
The Prairie View Model

August 28, 1972

9:00 Dr. Harry Hendricks, Presiding
9:05 Dr. Alvin I. Thomas
10:00 Coffee
10:15 Overview for Competency Based Education
Dr. Louise White, Director Teacher Corps
11:15 Texas Education Agency
(Consultant to be selected by Dr. Hendricks and Dean Ragland)
12:00 Lunch
1:30 Dr. Marion Henry, Presiding
.1:35 What Reorganization Will Have To Take Place in Competency Based
Education.
2:30 Coffee Break
2:45 Panel for Questions
Panel will consist of all consultants to the conference
(Dr. Marion Henry, Panel Moderator)
4:00 Adjournment (Announcement of next day's activities)

August 29, 1972

9:00 General Convocation and Anﬁouncements
Dean Ragland, Presiding

The remainder of the day will be spent in smell group sessions which
will address themselves to the following utilizing the consultants listed:
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Group Activities Consultant

A. Writing behavioral objectives Dr. John Masla
State University of New
York, Buffalo
1300 Elmwcod Avenue
Buffalo, New York

B. The identification and writing of Dr. Erby Fischer
competencies. Consortium of Southern
Colleges, iUniversity of
South Alabama, Mobile
Alabama ‘

C. The construction of modules Mrs. Gwen Austin
Program Specialist,
Teacher Corps
Washington, D. C.

D. Secondary Methods -~ Competencies Dr. James Kenneth Orso .
and Assessment Head, Secondary Education,
Cruickshank's Simulation . Livingston University
Allen's Technical Skills of Livingston, Alabama
Teaching
Flanders & Amidon, Interaction
Analysis

E. The field centered curriculum in Dr. Freda Judge
competency based education Consortium of Southern

Colleges, University of
South Alabama, Mobile,

' Alabama
F. Multi-media: materials and Mr. John Thompkins
problems-competency based Media Specialist
education Department of Education
Clark College s

Atlanta, Georgia

G. Group Dynamics: The utilization of Dr. Wil Weber

group processes in competency - College of Education
basec education ~ the faculty University of Houston
and students _ Houston, Texas

The schedule tor the activities of the 29th of August are presented
below:

9:05~ 9:50 Groups ABCDEFG (Rooms will have to be assigned)
9:50-10:30 Groups ABCDEFG

10:30 Coffee
10:45-11:00 Group meetings
12:00 Lunch

1:15~ 2:00 Group meetings
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2:00~ 3:00 Group meetings
3:00 Coffee
3:14~ 4:00 Group meetings

August 30, 1972

9:00 General Convocation - Dean Ragland, Presiding
9:15 Small work session
12:00 Lunch

1:30 Continuation of work sessions

2:30 General Convocation

Dr. lHoward Fortney '
Submission of a report of the progress of the small
group sessions.
Evaluation of the conference.
4:00 Adjourament

(Coffee 1s to be made available to all small group sessions
all day.)

The small group sessions would meet as follows:

Group Group Leader

1. Elementary Education Charles Randall

2. Secondary Methods Barbara Gray

3. Soil Science Dr. James Kirkwood
4. Library Services Dr. Harry Robinson
5. Mathematics Frank Hawkins

6. Counselor Education Wayman Webster

7. School Administration Sam Urban

8. Industrial Arts Walter Hall

9. Engineering Sam Daruwaller
10. Nursing Billie Bell
11. Business Administration Rose Knotts
12. Economics Dr. C. Tatum
13. Foods and Nutrition Mrs. Ester Glover
14. Animal & Plant Science Linsay Weatherspoon
15. Architecture Israel Stein
16. Pre~Law Jewel Hammond
17. Industrial Ed. Technology Albert Hearn

18. Earth Science R. E. Gibson
19. Voc. & Ind. Education A. T. Kynard
20. Foreign Languages To be announced.

These group leaders were to perform the following tasks:

1. To select and write 10 competencies in each field to be sub-
mitted as a written report at 4:00 P.M. on August 30.

2. To continue to serve in a leadership role in the writing of

modules for the competencies after August 30. These modules
are to be submitted to Dr. Harry lieadricks on the following
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schedule:
Submit Modules - October 19, 1972
November 22, 1972
December 23, 1972
(This will necessitate group meetings during the Fall
term.)

3. To work in conjunction with the overall committee at a meeting
in the Fall to plan for the implementation of aspects of the
competency based curriculum during the second semester.

8. The chairman of the overall committee for the development of com-
petency based education at Prairie View was to be Dr. Harry
Hendricks and the co-chairman was to be Dr. Marion Henry. As the
chairmen of this group their duties were prescribed as follows:

8.1 To notify consultants and to prepare for the conference of
August 28, 29, and 30.

8.2 To continue to meet with the overall committee for competency
based education to inform the committee of the development
toward competency based education.

.8.3 To collect competencies and module:: at the specified dates
and to forward these competencies and modules to:
Dr. Howard Fortney
Consortium of Southern Colleges for Teacher Education
College of Education
University of South Alabama, Mobile, Alabama 36608

8.4 To serve as a screening agency for the development of compe-
tencies in conjunction with the Dean of the College, Dr. G. R.
Ragland.

8.5 To generally oversee the development of competency hased
education at Prairie View A & M University.

8.6 To plan for a conference in the Fall for the purpose of planning
the design of the Prairie View Model and the implementation of
aspects of that model during the second semester of this coming
school term.
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APPENDIX B

Third-Party Evaluation Questionnaire
Consortium of Southern Colleges for Teacher Education

I. One objective of the Consortium's 1972-73 program is "to design,
develop, implement and evaluate competency-based teacher education
at Consortium schools.”

A. Was this objective accepted and werked toward at
your college? Circle one.

Yes No

B. 1If no was circled, elaborate below or on attached paper
why the goal was not accepted or worked touard If yes
was circled ge to C below.

C. If yes was answered to A above list as sequentially as
possible and describe all the major activities under-
taken at your school "to design, develop, implement, and
evaluate CBTE" since this program began.

D. In addition, list future activities to be ccmpleted before
Jurie 1, 1973 which will lead toward the objective.

E. What major observable accomplishments have resulted from
your efforts? For example, what new prograus have been
designed, developed and implemented? What new materials
have been designed, developed and used? What new services
are offered? ‘(Attach copies of any descriptive material)

F. To what extent do you believe you will fully accomplish
the objective by June 1, 19737
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G. The USOE proposal indicates that each college would
develop and utilize a management system, a faculty
development system and a community involvement mechanism.
'o what extent did you develop and utilize each system
to support your CBTE program?

H. List names and positions of key persons who worked toward
this objective. What were their duties and qualifications?
What special efforts were made to improve the qualifications
of persons to work toward the goal.

I. What recommendations would you make to other schools like
your own who are about to design, develop, implement and
evaluate CBTE? Be as specific as possible.

II. A Second objective of the Consortium's 1972~73 program is "to
develop and demonstrate selectnd* CBTE program components for
Consortium schools and others."

A. Was this objective accepted and worked toward at: your
college? Circle one.

Yes No

B. If no was circled, elaborate below or on attached paper
why the goal was not accepted or worked toward. If yes
was circled go o to C below.

C. If yes was circled in A above list as sequentialiy as
possible all the major activities undertaken at your
school "to develop and demonstrate one or more of the
selected components* for Consortium Schools or others."

*Mentioned in the proposal to USOE were (1) Learning Lab
{(2) Human Relations Lab, (3) Simulation Lab. o
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I11.

In addition, list future activities to be completed
before June 1, 1973 which will lead toward the objective.

If your selected component is completed or nearly com-
pleted describe it and its use here or attached descrip-
tive information.

To what extent do you believe you will fully accomplish
the objective by June 1, 19737

List names and positions of key persons who worked toward
this objective. What were their duties and qualifications?
What special efforts were made to improve the qualifica-
tions of people to work toward this goal?

A third objective of the Consortium's 1972-73 program is "to
compare modular (or CBTE) trained students with traditionally
trained students."

A.

Was this objective accepted and worked toward at your
college? Circle one.

Yes No

If no was circled, elaborate below or on attached paper
why the goal was no: accepted or worked toward. If yes
was circled go to C below.

If yes was answered to A above list as sequentially as
possible all the major activities undertaken at your
school "to compare (CBTE) trained students with tradi-
tionally trained students.”
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Iv.

D. In addition, list future activities to be completed
before June 1, 1973 which will le«d towwsid the objective.

A

E. If the study was designed and undertaken at your college
attach a copy of the design of the study and the results
if available.

F. To what extent do you believe you will fully accomplish
the objective by June 1, 19737

G. List names and positions of key persons working toward
this objective. What were their duties and qualifications?
What special efforts were made to improve the qualifica-
tions of persons to work on the goal?

A fourth objective of the Consortium's 1972-73 program is "to
design, develop, implement and evaluate improved Ccensortium
organization and services."

A. Was the objective accepted and worked toward at your
college? Circle one.

Yes No

B. 1If no was circled, elaborate below or on attached paper
why the goal was not accepted or worked toward. If yes
was circled go to C below.

C. 1If yes was answered to A above list as sequentially as
possible all the major activities undertaken at your
school "to design, develop, implement, improved Consortium
organization and services."
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D. In addition, list future activities to be completed
before June 1, 1973 which will lead toward the objec-
tives.

E. What observable accomplishments have resulted from
your efforts? For example, how have the Consortium
organization and services been improved?

F. To what extent do you belleve your college in coopera-
tion with the Consortium will accomplish the objective
by June 1, 19737

G. List names and positions of key persons who worked toward
this objective. What were their duties and qualifications?
What specific efforts were made to improve the qualifica-
tions of persons to work toward the goal?

H. Specifically the Consortium proposal to USOE promised
that it would establish a central office for teacher
education program development. In the central office
or Center a repository and information dissemination
service would be begun and housed. This Center would
establish and maintain contacts with others involved in
CBTE and teacher education generally. In addition the
Center would (1) conduct conferences, (2) assemble task
forces, (3) develop a consultative service, (4) publish
a newsletter and (5) determine the feasibility of faculty_
and student exchanges which would strengthen teaching
and learning in the CBTE program. How well does your
college feel that the Center at the University of South
Alabama has fulfilled each and every promise?
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APPENDIX C

A PROPOSAL FOR DEVELOPING A LEARNING CENTER TO SUPPORT THE
IMPLEMENTATION OF COMPETENCY~-BASED, CODULAR TEACHER
TRAINING PROGRAM AS A DEMONSTRATION FACILITY FOR
TEACHER CORPS PROJECTS, AND OTHER SMALL
DEVELOPING INSTITUTIONS

SUBMITTED BY

DR. M. S. HAFIZ, AND DR. ELAINE WITTY

FOK
ELEMENTARY EDUCATION DEPARTMENT,
NORFOLK STATE COLLEGE

_ NORFOLK, VA. 23504

SUB~CONTRACTED FROM

CONSORTIUM OF SOUTHERN COLLEGES FOR TEACHER EDUCATION, CENTRAL OFFICE
NORTH CAROLINA CENTRAL UNIVERSITY, DURHAM, NORTH CAROLINA

BEGINNING DATE

SEPTEMBER 1, 1972
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PURPOSE AND RATIONALE:

For an effective development and implementation of a competency-based
teacher education program to take place, it is imperative that necessary
supportive facilities be provided. Among other such facilities, the
need for a LEARNING CENTER has been keenly felt by both teacher training
staff and by prospective teachers. Inasmuch as the program focuses on
the attainment of mastery rather than variable levels of achievement of
teacher competencies, it becomes essential for teacher trainees to have
continued and ready access to a specifically created and equipped facil-
ity--a facility where they may practice as often and as long as necessary
to master teaching skills and behaviors.

Since increasingly greater numbers of teacher training institutioms,
with or without Teacher Corps Projects, are beginning to develop and
implement competency-based teacher education programs, the development
and operation of a demonstration unit in the form of a supportive
facility would serve the following objectives:

1. To support the on-going competency-~based learning experiences
for teacher trainees as they work toward practicing and master-
ing a variety of teaching competencies: (a) developing concepts
and understandings, (b) trarslating these concepts into teaching
skills and behaviors, (c) preparing multi-media packages and
instructional materials, etc.

2. To provide teacher trainees with a laboratory setting in which
they may work on a variety of learning tasks as a part of
mastering teacher competencies that have been specified in
performance terms.

3. To provide a facility for teacher trainees with the readily
available materials, equipment, and supplies which they can
utilize in learning to prepare and operate as a part of their
designing and carrying out instructional strategies as a means
to demonstrate the attainment of competencies, in micro and/or
simulated situations.

4. To serve as a center where teacher trainees may work on individ-
ual learning objectives and projects, and to greatly increase
the possibilities of self-paced learning; the LC will also en~
hance the opportunities for small-group, team and pair learning,
evaluation and feedback among teacher trainees.

5. To serve as a repository for a variety of instructional aids
and materials; teaching guides and manuals, instructional
modules, school texts, charts and other teacher-made materials,
filmstrips, and films as well as custom-made video tapes to be
used by trainees on a continued basis until they are ready to
meet post-assessment performance criteria for teacher competen-~
cies they are expected to macter.

6. To serve as a laboratory for teacher training faculties where
they may have access to the physical facilities to be used to
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meet a variety of needs: (a) previewing tapes, films, film-
strips, video-tapes, etc., (b) preparing own instructional
materials to support instructional modules, (c) assessing
(diagnosing, and providing remediation) of competencies of
teacher trainees, (d) demonstrating teaching strategies and
skills, and the like.

AREA FOR WHICH THE PROPOSED LC WILL SERVE AS A SUPPORTIVE FACILITY

The proposed LC will support the competency-based training activities
for the following areas of study: Educational Psychology, Educational
Foundation and Community Relations, Methods courses including Introduc-
tion to Profession, Human Relations Work, and Micro and Simulated
Teaching Practice, and others.

The proposed LC is intended to augment the college-wide facilities—-
Vast TV studios, Extensive Audio Labs, Reading Lab.--to meet the in-
creased demand for additional specific equipment and materials for use
in practical experiences of a variety of types which teacher trainees
will engage in more than ever before.

FLOOR PLAN:

The floor plan for the proposed LC consists of the following:
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BUDGET:

This college has already purchased four units of portable video-~tape
equipment which are belng used both at college and portal schools.
However, specific [tems of additional equipment and materials will be
necessary to make the LC fully operational The following 1s a detail
of the proposed expenditure:

1. Clerical Worker $1000.00

2. Equipment (tape recorders, listening
stactions, projectors, cameras, material

production equipment, etc.) $4000.00
3. Materials and Supplies $1000.00
4. Carrells, renovations of existing
furniture and facilities $1000.00
$7000.00
Indirect cost . 8%
Total $7560.00

Submitted by:

M. S. Hafiz

Elaine P. Witty
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APPENDIX D

HUMAN RELAT1ONS COMPONENT
Tennessee State University
Rationale

As stated in the Progress Report of June 30, 1971, p. 3, it is
our belief that before a prospective teacher can derive maximum benefits
from a Competency Based Teacher Education Program he should engage in
a personal search for meaning and self-integration. Such experiences
should begin with the initial phase of the program and continue through-
out the pre-service phase.

Therefore, our program is designed to accommodate the personal and
professional needs of each participant through the activities of our
human relations laboratory. It is the aim of the program to extend,
eventually, the services of this facility to (1) the advisors in the
program, and (2) other university personnel.

Design

The Human Relations Laboratory design includes three domains--
(1) the Self-Encounter Domain, (2) the Self-Realization Domain, and
(3) the Self-Actualization Domain--with competencies organized in
hierarchic»? =:def 7:r the student's achievement. It 1s projected
that a «+pitar studiat will develop competencies in the Self-Encounter
Domai.: during his freshman year; and proceed to develop competencies
‘3. the Self-Realization Domain during his sophomore year. The junior
and senior years will find the student continuing the development of
competencies in the Self-Realization Domain and proceeding to competen-
cies in the last domaii.--Self-Actualization.

General Objectives of the 4 Year Program
The Human Relations Laboratory in relation to the CBTE program at

Tennessee State University will provide affective and cognitive expe-
riences that hopefully will produce a teacher, who,

A. Because of developed competencies in the Self-Encounter
Domain, has (and demonstrates)an enhanced concept of self.

B. Because of developed competencies in the Self-Encounter
. Domain, has (and demonstrates) an acceptance of himself as
a committed one to the teaching profession.

C. Because of developed competencies in the Self-Realization

Domain, demonstrates successful engagements in interpersonal
transaction.
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D. Because of developed competencies in the Self-Realization
Domain, exhibits depth- communications in '"non-verbal”
humanities.

E. Because of developed competencies in the Self-Actualization
Domain, demonstrates an understanding and valuing of his
"non-person" world.

F. Because of developed competencies in the Self~-Actualization

Domain, has meaningful and successful interactions in his
"non-person" world.

Objectives - lst Year

In order to provide the kinds of experiences necessary for the
development of C.B.T.E., students extensive profiles will be compiled
including demographic information, individual and/or group intelligence
tests, interest inventories, attitude scales and other questionnaires,
academic achievement, preservice evaluation.

Under the Self-Encounter Domain, the students will begin to develop
competencies in the three suggested hierarchies: (1) Self-identity,
(2) Understanding Self, and (3) Valuing Self.

The future staff of the human relations laboratory will develop
instructional aids, pcrformance criteria, and instructional alterna-
tives for each of the three hierarchies in the Self-Encounter Domain.

An example of the suggested competencies for the Self-~identity hier-
archy is included. Strong emphasis is placed on instructional aids that
are presently available for Tennessee State University's C.B.T.E. students.

Objectives - 2nd Year

It is hoped that the Human Relations Laboratory will have a physical
setting with necessary equipment and staff. This should set the stage
for the further development of the hierarchies in the Self-Encounter
Domain. '

Work should begin on the development of the suggested hierarchies
in the Self-Realization Domain, namely--Relaxation, Specificity of Ex-
pression or Concreteness, Empathy, Attending Behavior, Respect, and
Decision-Making.

Initial work may begin on the development of suggested hierarchies
of the Self-Actualization Domain, namely, Time-Space Factor, and non-
person artifacts, Custom & Communications. Additional hierarchies may
be added to each of the three domains.
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NCERD
Project Director

Dr. Howard M, Fortney

NCERD
Program Special {nst

Dr. Freda C. Judge

Minicourse
Project Director

Dr. Erby Fischer

APPENDIX E

JOB DESCRIPTIONS

Located at Univermity of South Alabama

1.

N

Responaible for ouverall project direction
Handles all Technical Assistance Project for
Teacher Corps (Winston-Salem, Appalachian
State, Weatern Catrnlina, Alabama A & M)
Visitations, progiam development and imple-
mentat lon assistance at Pembroke State
University, Prairfe View College, .Jarvis
Chriatian College

Deve lopment of videotape needed on Goal IV
Selects and makes arrangements for Project
Consultants, including travel and honorarium
Rensponaible for total team scheduling on non-
consortium school program development work

on CBTE

Handles all correspondence on rescarch project.

Located at Univernity of South Alabama

1.

Visitation, program development and implemen=
tion ass{stance at South Carolfna State
College, Tennessce State University, Florida
A & M University, Xavier Unlversity of
Louisiana

Responsible for cataloging of modules received
Responsible for development of CBTE bibliog-
raphy on bi-monthly basis

Responsible for rough draft writing of all
project material

Trade-off time to Minf{course Project: helped
develop prepilot tape used for 'debugging
purposes'

Responsible for ordering and cataloging
materials on CBTE for resource bank (protocol
materials, catalogues, ctc.)

Located at University of South Alabama

Responsible for overall minicourse project
direction

Responsible for development of pilot mate-
rials (selection, critiquing, posting,
analysis)

Trade~off time to NCERD involved site
visitation to Consortium schools Involved
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with the minicourse project and obtaining
NCERD basge line data (Norfolk, Clark,
NCCU, Shaw)

4, Handling budgetary matters for hoth proj-
ects on transferred funda

5. Responaible for statistical analysis

NCERD Located at University of South Alabama
Secretary
1. Responsible for office management, dicta-
Mrs. J. McLendon tion, typing, and filing
Mrs. H. Weite 2. Handles all travel booking for research
team

Background Experiences Found Useful {n Working as
Director of the NCERD project
Howard Tortney

1. Experfences in developing and implementing a CBTE program at Living-
ston University while serving as the Dean, College of Education,
specifically this invoived:

1.1 Attending conferences conducted by the Consortium of Southern
Colleges, Tecacher Corps and other groups relative to the
development of CBTE.

1.2 Conducting faculty development programs in CBTE at Livingston
University.

1.3 Working cooperatively with division heads and faculty in con-
ceptualizing, designing, developing and implementing CBTE from
the theoretical base.

1.4 Reorganizing the college to effectively administer the CBTE
program at Livingston University.

2. Conducting faculty development programs in CBTE for various groups.
Specifically, these included:

2. The New England Assoclation of Teacher Education.

2.2 Various Teacher Corps Projects in Alabama and North Carolina.

2. The Alabama Association of Colleges for Teacher Education,

comprising the deans of all colleges in the state preparing

teachers.

2.4 Serving as a consultant to Teacher Corps Conference in Washing-
ton, Atlanta, Houston.

2.5 Serving as a consultant to various colleges in Alabama that
are preparing for development and implementation of CBTE.

2.6 Serving as a consultant to the New England Program in Teacher

Education at the University of New Hampshire.

W KN =

3. Serving as the institutional representative for Livingston Univer-
sity for the Consortium of Southern Colleges for Teacher Education--
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3.

teacher education project funded for three years by the National
Center for Educational Research and Development. Specifically
this included:

3.1 Attending conferences from 1968 to 1972 with the otriginal
model builders.

3.2 Attending Consortium conferences and workshops from 1968 to 1972.
3.3 Serving on the Board of Directors of the Conmortium,
3.4 Composing the final report of the Livingston University Model

Program in Competency Based Teacher Education.

Dr. Freda C. Judge - NCERD Project as Program Specialist

Experiences in developing and i{mplementing CBTE program at Livings-
ton University, specifically:

Writing behavioral objectives
Writing IPIM's (Individually Prescribed Instructional Modules)
Serving as Clinical Professor in public school two days a weck
Handling logistics of CBTE program in assigned areas (or courses)
such as scheduling seminars, developing, administering, scoring
and posting pre and post assessments of students
5 Working with Computer Center on tracking of students
1.6 Writing federal and state projects involving program development
1.6.1 Teacher Corps Cycle VI
1.6.2 Burecau of Education for Handicapped Program Develop-
ment Project
1.6.3 Alabama Department of Mental Health Project Training
of Spec. Ed. Teachers for Rural Areas
Conducting in-service program in Spec. Ed. for LEA's
Consultant work in State Dept. of Education
Psychometric testing
.10 Budget control on Spec. Ed. project
.11 President, Alabama Spec. Ed. Advisory Council
1.12 Alternate member, Governor's Commission on Child & Youth

= e
e o o o
W N -

-
.

—
o o o
O 00~

Experiences gained while a USOE graduate fellow, P.L. (85-926 as
Amended/Mental Retardation), in Dept. of Special Education, Univer-
sity of Alabama included:

2.1 Teaching undergraduate conventional courses in Spec. Ed.

2.2 Handling departmental correspondence

2.3 Learning about evaluative procedures of teaching personnel
in higher education

2.4 Responsibility for conference planning and implementation

2.5 Speaking at meetings, conferences, etc.

2.6 Psychometric testing

Experiences gained while working as educational consultant -
L.S.U.N.O. Special Education Center, New Orleans

3.1 Diagnostic and evaluation work with public school pupils in
New Orleans area gave experience in overall evaluative
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procedures with school aged children, both formal and
informal as well as in needed prescriptive and/or remedia-
tion work

3.2 Work with {ndividual classroom teachers on adapting/modifying
(individuaiizing) work in classroom

3.3 Conducting {n-service workshops on individualizing instruction
3.4 Consultant work to State Dept. of Edu.ation and LEA

3.5 Teaching graduate and undergraduate c aventional courscs

3.6 Working with peers in a team situation

Experiences gained while working for United Cerebral Palsy, Baton
Rouge, Louisfana

4.1 Evaluatfion of preschool and primary level children
4.2 Working with parents and community lcaders
4.3 Work with ifn-service tcachers on curriculum modification

Background Experiences Relative to
Competency Based Teacher Education
Erby C. Fischer

Associate Dean, College of Education, Livingston University

1.1 Personnel
1.1.1 General administrative duties with respect to personnel
1.1.2 Load assignments
1.1.3 Load analysis
1.1.4 1In-service training in CBTE
1.1.5 Supervision and coordination
1.2 Program
1.2.1 Program generation
1.2.1.1 writing behavioral objectives
1.2.1.2 writing modules
1.2.1.3 clinical professor
1.2.1.4 writing proposals for CBTE funding
1.2.1.5 state committee to establish CBTE certification
and 5th year of internship
1.2.2 Program management
1.2.2.1 student teaching
1.2.2.2 faculty tracking
1.2.2.3 program evaluation
1.2.2.4 fiscal management
1.2.2.5 coordination
1.2.2.6 logistics
1.3 Student Personnel
1.3.1 Teaching
1.3.2 Evaluation
1.3.3 Advising
1.3.4 Seminars
1.4 Facllities
1.4.1 Logistics
1.4.2 Research on use
1.4.3 Cost assessment
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1.5 Materfals and Equipment
1.5.1 Coordination of acquisition
; toordination of storage
Systemn design for fluw control

-5‘
050
.5.4 Developiug software (tapes, transparencies, etc.)

b it pnd
&N

2. Program Development Specialist - Teacher Corps, Cycle VI

2.1 Program Generation
2.2 Program Management
2.3 Program Assessment
2.4 Student Assessment
2.5 Coordinator for field testing mini-courses from Far West Lab

3. Program Evaluator - Teacher Corps, Cycle III

3.1 Program assessment
3.2 Student Assessment
3.3 Instruction

4, Director of Institutional Research, Livingston University

4.1 Cost Analysis

4.2 Facilities Studies

4.3 Faculty Load Analysis

4.4 Student Personnel Studies

4.5 Entrance Requirements Studies

5. Institutional Representative to South Alabama Research Consortium

1 Student Studies

2 Faculty Studies

3 Program Studies

.4 Facility Studies

5 Inter-institutional studies
6 Intra-institutional studies

6. Chairman Division of Research and Services
6.1 General Administrative Duties
7. Instructor in research, statistics, math education, science

education, educational psychology, educational foundations, and
educational evaluation.
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APPENDIX A
CONSORTIUM OF SOUTHERN COLLEGES

FOR TEACHER EDUCATION
BY-LAWS

We, the undersigned, for the purpose of foruing a Consortium,
composed of small developing colleges and universities in the southern
U.S., committed to the development of competency-based teacher educa-
tion programs, do hereby, as a body, adopt the following:

Article I
Name

The name of this body shall be: The Consortium of Southern
Colleyes for Teacher Education.

Article IT
Purpose

The purpose of this Consortium shall be to promote the improvement
of teacher education with emphasis upon competency-based teacher educa-
tion.

Article III
Pecuniary Gain

This Consortium shall not afford pecuniary gain to individual mem-
bers through Consortium grants received except that such gain shall be
incidental to the Consortium goals and purposes.

Article IV

Duration

The period of duration of the Consortium existence shall be
indefinite.
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Article V
Location
The location of a central office of nis Consortium shall be
established by the Executive Committee with the approval of two-thirds
of the active membership.
Article VI
Metmbership

Section 1. Types of Membership

Membership in this consortium shall be: active, associate or
honorary.

A. Active membership in this Consortium, with full bcnefits and
voting privileges, shall be restricted to one representative from each
of the members. Membership implies a commitment to cooperative efforts
with other Consortium member schools to promote the improvement of
teacher educatioa through the development of models.

The procedure for application for active membership shall be
as follows:

(1) Submission of a letter of commitment to competency-based
teacher education by the appropriate administrator of the school re-
questing active membership.

(2) Submission of a statement that the applicant meets the
criterion for the definition of a developing institution as stipulated
by the United States 0Office of Education.

B. Associate membership is open to small southern colleges and
universities interested in promoting and improving teacher education
through competency-based teacher education programs from the president
of the institution, or from an academic administrative officer directly
responsible for the teacher education program, shall be part of the
application procedure.

Associate membership applications will be acted upon by the
Board of Directors. Associate members are entitled to coples of publi-
cations, new notes and representative attendance at all meetings except

" business sessions but those persons cannot vote nor hold office in the

Consortium. Associate members may participate in research or other
activities of the Consortium and are entitled to Consortium consultant
services for program development insofar as resources permit. The
associate member may send representatives to workshops and competency-
based programs sponsored by the Consortium but must finance their own
attendance.
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C. Hotioraty membership may be conferred upon any peraon or
agency by a two-thirds vote of the members of the Board of Directors.
The name(s) of these persons and/or agencies shall be submitted by
mewmbers of the Board of Directors of the Consortium. Honotary member-
ship does not carry with it the right to vote.

Section 2. Duties of Member Schools

Each member of the Consortium shall:

A. Have the responsibility for promoting and implementing com-
petency-based teacher educatfion.

B. Assume major responsibility for the orientation of facu.ty
members, local schools, supervising students, teachers and other schouol
personnel, and the public about {ts competency-based program and the
work of the Consortium.

C. Participate in the pursuit of funds for promoting Consortium
activities.

D. Provide consultative services, within their areas of expertise,
to developing institutions.

E. Send representation to all consortium meetings.

Section 3. Termination of Membership

Active or associate members desiring to terminate membership shall
do so in writing by the end of a fiscal year. Termination of membership
in the consortium shall be requested by the Executive Committee when
evidence indicates that the school is not committed to competency-based
teacher education.

Section 4. Voting

Each active member is entitled to one vote on all the affairs of
the Consortium.

Article VII
Officers

Section 1, Officers

The officers of the Consortium shall consist of a Chairman of the
Board of Directors and a Director of the Consortium. Each officer shall
be elected by a two-thirds ballot by the Board ~f Directors. The

Director of the Consortium shall serve under cie direction of the
Chairman of the Board.
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A. Chairman. The Chairman is empowered to transact the general
business of the Consortium, authorize the Director of the Consortium to
incur expenditures within the budget of the proposal, authorize travel
and other expenses for the Consortium, authorize consultant services,
and authorize the Director to make contacts for the Consortium subject
to approval of the Board.

The Chafrrtan will attend to all business of the Conmortium
that occurs between meetinga, have the accounts of the Consortium
audited prior to annual business meetings, present the annual report
on each grant relative to major proceedings and financial affairs at
annual business meetings, plan and conduct meetings of Exccutive Com=~
mittee, write proposals after soliciting {deas from members, preaide
at meetings of the Executive Committee, and represent the Consortium.

B. Director of the Consortium. The Director will serve as
secretary-treasurer of the Consortium and Board of Directors. He shall
certify as recognized active members those schools which meet the re-
quirement for membership. He shall be responsible for communications
with funding agencies and Consortium members, for public relations, for
coordination of plans and agenda for meetings, and for reports of
expenditure of funds allotted to members. He shall be located within
a reasonable distance of the central office.

Section 2. Qualification

Any representative from an active member institution of the
Consortium is eligible to be elected an officer provided the institu-
tion has been a member of the Consortium for at least two years. Should
any officer be unable, through sickness, death or any other reason, to
fulfill his responsibilities, the Board of Directors shall have the
power to appoint a replacement.

Article VIII
Board of Directors

Section 1. Membership

The Board of Directors shall consist of one representative from
each of the active member schools. They shall be appointed by their
respective administrators to serve on the Board. Each board member is
entitled to one vote.
Section 2. Quorum

The number required to be present to constitute a quorum in the

Board of Directors is two-thirds of the total number. The Board of
Directors shall be empowered to:
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(a) transact all business of the Consortium, f1{1] vacancies in
office, act upon applications for associate mesbetrship, and
recommend persons for honorary membership.

(b) authorize the Chairman of the Consortium to make contracts
for the Conmortium,

(c) appoint representatives and delegates to attend conferences
or meetings.

(d) conduct workshops and conferences.

Section 3. Duties
The duties of the Board of Directors shall be to:

(a) check accounts of the Consortium prior to annual business
meetings.

(b) evaluate new ideas for Conso: tium funding.

(c) appoint and dissolve committees.

Article IX

Executive Committee

Section 1. Membership

(a) The Executive Committee shall consist of four elected members
of the Board plus the Chairman. The Director of the Consortium is an
ex-officio member of the Executive Committee.

(b) Tenure: Members of the Executive Committee shall be elected
for a term of four years with a member being replaced each year. No
school may have two members serving on the Committee at the same time.

Section 2. Duties

The dutie§ of the Executive Committee shall be:

—

(a) to make final decisions pertaining to Consortium policy after
the Board of Directors has heard the policy proposals

(b) to evaluate proposals for funding, presented to the Consortium
by member institutions, on the following criteria:

(1) availability of funds

(2) project is in accordance with guidelines of Consortium
proposal



(3) benefit to entire Consortium rather than building up
individual school

(4) ditected toward improvement of competency-based teacher
educat {on

(c) to request audited accounts of Consortium schools funded by
the Committee for viewing by Consortium members.
Article X
Meetings

Sectfon 1. Annual Business Meeting

The Annual meeting of the entire Consortium shall be held during
the month of June at a time and place selected by the Board of Directors.

Section 2. Regular Mcetings

Other business mcetings of the Consortium may be called by the
Chairman or by a voting majority of the Board of Directors. The
announcement of each meeting, including the time, place and the agenda
of such meetings, will be prepared by the Director of the Consortium
and mailed to the members at lcast ten days in advance of the meecting.
Meetings of the Board of Directors or Executive Committee shall be at
the call of the Chairman or the Director of the Consortium. Each member
of the Executive Committee has the power to request a meeting.

Article XI
General Provisions

Section 1. 1Initiating Projects

All Consortium projects shall be cleared through the Board of
Directors before presentation to the Executive Committee for discussion
or ultimate approval. Active members :12questing funds from the Con-
sortium must present a concept paper and proposed budget to the Board of
Directors. Approval for pursuing the project must be given by the Board
and the completed project proposal will be submitted to the Executive
Committee for final approval and funding. The same institution may not
be funded twice for the same project nor consecutively for amount ex-
ceeding $5,000. Reports of progress from schools so funded must be made
to Board of Directors at least every three months.

Section 2. Reimbursement

Requests for reimbursement will be honored only if the expenditure
of funds was with the approval of the Chairman. The required form, with
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its specificatims observed, must be submitted to Consortium Central
within one week after travel is completed. Reimbursemont is permitted
vhen!

(1) a meeting of the Board is cslled
(2) a meeting of the Executive Committee is called

(3) an appointment as Consultant is made by the Consortium

Article X1I
Anendments

Anendaents to these bylaws may be presented by any member repre-
sentative at any regular board meeting. Such recomnended amendments
will be acted uporn at the first regular meeting subsequent to their
presentation and a two-thirds vote of the Board shall be required for
the adoption of such amendments.
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APPENDIX B

EXEMPLARY S1TE PROGRAMS BY SCHOOLS

1. Management Systems -~ Xavier University, North Carolina Central
University

2. Faculty Development - all member schools

3. Community Involvement - Norfolk State, Tennessee State, Prairie
View, Pembroke, Shaw University

4. Component Assessment

4,1 Learning Lab - Norfolk State, Florida A &§ M University,
Jarvis Christian
4.2 Simulation Lab - Florida A & M University, Norfolk State
4.3 Human Relations Lab - Xavier University, Tennessee State,
North Carolina Central

4.4 Portal Schools

4.4.1 1In-service Education - Norfolk State, Clark College,
Xavier University

4.,4.2 Pre-service - Norfolk State, Clark College, Xavier
University

4.4.3 Pupil Achievement ~ Norfolk State, Clark College,
Xavier University

4.4.4 1Instructional Stra egies - Florida A & M University,
North Carolina Centrai University
a. Educational Technology - South Carolina State,

Florida A & M University
b. DX and RX Techniques - South Carolina State,
Florida A & M University

Assessment of Modules - All member schools

Clinical Experiences - Clark College, Xavier University,

Florida A & M University, North Carolina Central University,

Jarvis Christian, Prairie View, Pembroke, Tennessee State

University

4.7 Systems Analysis ~ North Carolina Central University,

Xavier University
4.8 Programs Generation - All member schools

&S
o

5. Consortium's Structure and Functioning - All member schools

6. Evaluating Inter-institutional Consultative Services - All member
schools

7. Evaluating Faculty Development and Training Sessions - All member
schools

8. Evaluating Demonstration Sites - Norfolk State, Pembroke, Florida
A & M University, Jarvis Christian
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9. Student and/or Faculty Exchange = All member schools

10. Inter-institutional/intra-institutional Comparisons - Tennecssce
State, Jarvis Christian

11, Survey of Resources at Each Institution - All member schools.
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APPENDIX C
MODOFIED Q SORT FOR A DEFINITION OF COMPETENCY BASED
TEACHER EDUCATION
1. Essential Elements (Presented by Overlay)

2. Related elements are presented below. Please rank the items from 1
to 15 as you see them, either important to, or related to, priorities.

A. Emphasis on exit, not entrance requirements.

B. The role of the teacher 1s viewed as an enabler of learning.
C. Training and protocol materials.

D. Systemic approach; regenerative, open system.

E. Achievemeﬁt-based, not time-based.

F. Utilization of the new technology.

G. Both faculty and students are designers of instructional system.
H. Personalized, individualized instruction.

I. Internal research component.

J. Student accountability.

K. Formative feedback to student regarding his progress.

L. Negotiation of instructional goals by faculty and students.
M. Field-centered.

N. Multi-institutional pattern of instruction; Organization.
0. Pre-service-inservice continuum.

(Please list others as they may occur to you)

(Name of College) (Your name)
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APPENDIX D

RESEARCH TNFORMATTONAL OPTNIONALRES

SCHOOL : PERSON COMPLETING FORM

DATE:

1. 1In your opinion, what is the organization of the Consortium?

2. In your opinion, what function has the Consortium performed for your
institution?

3. In your opinion, what direct services has your institution received
from the Consortium?

4. What direct services would your institution like to receive from
the Consortium?

5, In your opinion, what have the indirect services from the Consortium
been to your institution?

6. What indirect services would you like to receive from the Consortium?

7. How might present direct and indirect services of the Consortium
be improved?

8. In your opinion how have Consortium projects~proposals been
generated?

9. How should Consortium project-proposals be generated?

10. What are some additional comments related to development/improvement/

evaluatinn of the Consortium organization and function that you
would like to make?
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SELECTED COMPONENT: PORTAL SCHOOLS

COMPONENT BEING DEVELOPED BY:

1.1

1.2

1.3

1.4

1.5

2.1

2.2

2.3

2.4

2.5

2.6

What is your definition of portal schools? (include function)
How does the portal school relate to your CBTE program?

Give demographic information on each portal school you use. Use
separate sheet if needed.

What is the administrative structure of the portal school? How
does the teacher education program fit into that structure?

What are the sources of community involvement? How were they
developed? Who is involved? How often is there involvement?

What are the physical facilities of the portal schools? (Use
separate sheet if needed.)

What is the location of each portal school?

What is the program structure of each portal school?
How long has each school been used as a portal school?
Who participated in the design of the portal school?

How has the public school faculty been prepared for the concept
of portal schools?

How has the university faculty been prepared for the concept of
using a portal school?

Have key team leaders been identified? How were they identified?
Who identified them?

What is the financial structure of the portal school? What are
the sources of funding for the portal schools?
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2.7 How were the portal schools selected? Who selected them? Why
were these schools selected?

2.8 Have you had consultants in the preplanning/development/implemen-
tation stages of the portal school component? If so, who, when,
why and for how long?

3.1 How is the preservice teacher education portion of the portal
school administered?

Is there a process for input at all levels?
3.2 1Is there a systems design for utilization and control?

3.3 Why are the portal schools suitable for use as a demonstration
site?

5.4 Have projections been made relative to faculty development,
program generation, space needs, etc,?

3.5 What are procedures for cost control? Who manages it?

3.6 What are the plans for continuous funding of the portal school
component ? :

3.7 What are the plans for institutional change resulting from using
the portal school component (both university and public schools)?

4,1 Who has visited your portal schools from the Consortium? When?
For how long?

4.2 Who has visited your portal schools from non-consortium schools?
When? For how long? ’

4,3 Do you know of any other institution who has adopted/adapted parts
¢f your portal school component? 1If so, who? What parts? How
have they adapted it?

4.4 Have members of your portal schools staff been used as consultants?
If so, who? How? Where? When? For how long?

N
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SELECTED COMPONENT: SIMULATION LAB

SCHOOLS DEVELOPING THIS COMPONENT:

1.1 What is your definition of "A Simulation Lab"? (What do you
include in 1it?)

1.2 How does the simulation lab relate to your CBTE program?

2.1 What type of facilities are utilized for the simulation lab?
2.2 What are the components of your simulation lab?

2.3 What materials or equipment do you use in conjunction with the
simulation 1lab?

2.4 How long has the simulation lab been in operation?
2.5 How is the faculty involved in the simulation lab? Who? When?
2.6 How are components of the simulation lab financed?

2.7 Who recommends or makes acquisitions for the simulation lab?
When and how?

2.8 Have you had consultants in the preplanning/development and/or
implementation stages of the simulation lab? If so, who, when,
why and for how long?

3.1 How is the simulation lab administered? By whom?
3.2 What is the systems design for utilization and control of the lab?

3.3 What do you see as the unique role of the simulation lab as a
demonstration site?
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What projections have been made in terms of changes, expansionms,
deletions, space needs, equipment, materials, costs, etc.?

What is the procedure for cost control of the simulation lab?

Who has visited the simulation lab from consortium schools?
When? How long?

Who has visited the simulation lab from non~consortium schools?
From where? When? For how long?

Do you know if any other institution has adopted/adapted parts of
your simulation lab? 1If so, who? What parts? How has it been
adapted?

Have members of your simulation lab staff been used as consultants?
If so, who? How? Where? When? For how long?
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SELECTED COMPONENT: LEARNING CENTER

SCHOOLS DEVELOPING THIS COMPONENT:

1.

1.1

2.1

2.2

2.3

2.4

2.5

2.6

2.7

3.1

3.2

Define your learning center: (include services provided)

How does the learning center relate to your CBTE program?

What are the physical facilities of your learning lab? (special
room, converted classroom special room, etc.)

Where are the components of the learning lab? (in one place,
around campus, etc.)

What are the contents of the learning lab? (attach inventory if
possible)

How long has each component of the learning lab been in operation?
(give component and date put into operation)

What members of the faculty are involved with the learning lab?
To what extent? Why are they involved?

How are the lab components financed? (annually,bi-annually, state,
federal, etc.)

In relation to acquisitions, who makes recommendations for addi-
tions? When? How? Why? From where?

Have you had consultants in the pre-~planning/development/ implemen-
tation stages of the learning lab? If so, who, when, why and for
how long?

How is the learning center administered? By whom?

Is there a system design for utilization and control of the lab?
If so, explain.
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3.3

3.4

3.5

4.1

4.2

4.3

What do you see as the unique role of the learning lab as a
demonstration site?

What projections have been made in terms of the learning lab
personnel, hard/software, space needs, services, etc.? For how
long a period does the project cover?

What 1is the procedure for cost control of the learning lab?

Who has visited the learning lab from Consortium schools? When?
How long?

Do you know if any other institution has adopted/adapted parts
of your learning lab: If so, who? What parts? How have they

- adapted 1t?

Have members of your learning lab staff been used as consultants?
If so, who? How? Where? When? For how long?
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SELECTED COMPONENT: HUMAN RELATIONS LAB

COMPONENT BEING DEVELOPED BY:

1.1

3.1

3.2

How do you define human relations 1lab?

What 1s included in it?

How does the human relations lab relate to CBTE?
What is contained in the human relations lab?
What facilities does it utilize, if any?

Are there componentsg with the human relations lab? If so, what
are they?

What materials or equipment are involved with the human relations
lab?

How long has the lab been in operation? (or components of it?)

What is the faculty/staff involvement in the human relations lab?
(include who, how, when, why?)

How are components of the human relations lab financed?

Who recommends or makes acquisitions for the lab? (when and how
are they made?)

Have you had consultants in the pre-planning/ development/implemen-
tation stages? (If so, who, when, why and for how long?)

How 1s the human relations lab administered? (by whom or what
dept.?)

How is the human relations lab staffed?
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3.3

3.4

3.5

3.6

3.7

4.1

4.2

4.3

Is there a systems design for utilization and control? If so,
explain.

What is the unique role for the human relations lab use as a
demonstration sgite?

Have there been any projections made in terms of changes, ex-
pansions, deletions of the program, needs (including space,
equipment and materials), cost, etc.? If so, by whom? To whom?

What is the procedure for cost control?
Is there a plan for continuous funding? If so, what and by whom?

Who has visited your human relations lab? (who, when, from where,
for how long?)

Have other institutions adopted/adapted parts of your human rela-
tions lab? If so, who and what parts? How has it been adapted?

Have members of your human relations staff been used as consultants?
(If so, who, how, when, and for how long?)
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APPENDIX E

MODULE EVALUATION FORM

Institution Evaluation
I. MODULE TITLE:
II. Behavioral Objective: Self-administered -
Is the audience specified? (individual)
Is the behavior explicit? Role provided by process
Are the conditions speci- Facilitator .
fied? . Interactor .
Is the degree of acceptance Diagnostician —
specified? . Innovator .
IITI. Relationship: VI. Post-assessment:
Is the relationship of this Is the post assessment
module and program objec— consistent with the
tives clear? L behavior objective? o
Is the procedure diag-
IV. Pre-assessment: nostic? .
Is the pre—assessment con- What 1s level of assess-
sistent with the be- ment? -
havioral objective? . Knowledge L
Is the procedure diagnos- Skill -
tic? : . Per formance L
What is the level of Actual o
assessment? - Simulated .
Knowledge . :
Skill ___ VII. Resources:
Performance . Are resources specified? _
Actual - Are there multi-sensory
Simulated o resources provided?

Instructional Activities:
Are there provisions for
learning alternatives?
Instructional format:
Micro-teaching
Simulated teaching
Large group instruction
Small group instruction
Reading/Reporting
Observation/reporting
Individualized
Programmed
Administration:
Coordinator
Instructor
Self-administered
(group)

NENRRREEN
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II.

III.

APPENDIX F

MODULES FOR THE TEACHING AND INTERACTIVE SKILLS
CONSORTIUM OF SOUTHERN COLLEGES

Title: Teaching & Interactive Skills: Competency

Behavioral Objective:

Given five students in a real or simulated classroom, the
pre-service teacher will utilize the Teaching and Interactive
Skills in teaching three ten-minute microteaching lessons on the
university campus. The Teaching and Interactive Skills may be
grouped in any fashion the student may find suitable, but all
fourteen of the skills must have been demonstrated at the stated
criterion level.

Given "x" pupils in "x" grade in a real classroom, the pre-
service teacher will utilize the Teaching and Interactive Skills
in the teaching of elementary social studies. The teacher will
construct a test of thirty-three true~false questions with a ten
minute time limit for administration. This test must be suitable
for the grade level and be approved by the college instructor.
This test will be given to pupils at the beginning of the teaching
session and will serve as a pre-test to measure the pupils' knowl-
edges. After thirty days of instruction, the teacher will adminis-
ter the same test to the pupils to measure pupil progress or
pupil knowledges post test. The mean score of these "x" pupils
on the knowledge post test will be at least one-half standard
deviation above the mean score of these same "x" pupils on the
pupil knowledge pre-test.

The measurement of the interactive skills and the pupil
process will be measured by two audio taped lessons of ten minutes
each. One lesson is to be taped at the beginning of the teaching
session with real pupils at the same time that the pupils' knowl-
edges pre-test is administered. The second taping session is to
be completed after thirty days of instruction, or at the same time
that the pupils' knowledges post test is administered. The tapes
will be analyzed by a professional evaluator to ascertain if the
competency level is reached in the Teaching and Interactive Skills
at the stated criterion levels. 1In addition, the analysis of the
tape should reveal more pupil participation than teacher partici-
pation when scored on a time line.

Purpose:

Each individual has his own natural way of relating to others.
This way influences some people in some settings. If the pre-
service teacher studies his own natural way and develops it to
increase his teaching skills, to have a style that others react
to more readily, then he will influence a wider variety of people
in a wider variety of settings. Practicing the activities in
this unit opens the possibility that a person will become a more
skillful teacher. Practicing these skills until they become a
customary way of responding makes it highly likely that the
teachers' performance will be superior.
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IV. Preassessment -~ none

V. Learning Alternatives:

1. Modules
a. Teaching & Interact ‘ve Skills: Use of Examples
b. Teaching & Interactive Skills: Awareness Skills
c. Teaching & Interactive Skills: Divergent Questions
d. Teaching & Interactive Skills: Higher Order Questions
e, Teaching & Interactive Skills: Probing Questions
f. Teaching & Interactive Skills: Silence
g. Teaching & Interactive Skills: Varilety in Presentation
h. Teaching & Interactive Skills: Prompting
1. Teaching & Interactive Skills: Repetition
j. Teaching & Tnteractive Skills: Presentation
k. Teaching & Interactive Skills: Reinforcement
1. Teaching & Interactive Skills: Establishing Readiness
m. Teaching & Interactive Skills: Summarization
n. Teaching & Interactive Skills: Acceptance of Ideas and

Feelings.
o. Consult module listing posted in Departmental Curriculum
Library for additional support modules available

2. Class presentation
See schedules of class times and locations posted in
Departmental Curriculum Library

VI. Resources:

1. Modules
a. Teaching & Interactive Skills: Use of Examples
b. Teaching & Interactive Skills: Awareness Skills
c. Teaching & Interactive Skills: Divergent Questions
d. Teaching & Interactive Skills: Higher Order Questions
e. Teaching & Interactive Skills: .Probing Questions
f. Teaching & Interactive Skills: Silence
g. Teaching & Interactive Skills: Varlety in Presentation
h. Teaching & Interactive Skills: Prompting
i. Teaching & Interactive Skills: Repetition
j. Teaching & Interactive Skills: Presentation
k. Teaching & Interactive Skills: Reinforcement
1. Teaching & Interactive Skills: Establishing Readiness
m. Teaching & Interactive Skills: Summarization
n. Teaching & Interactive Skills: Acceptance of Ideas and

Feelings
o. Consult module listing posted in Departmental Curriculum
Library for additional support modules available

2. PFaculty and Staff
a. class lecture notes
b. assigned class readings
c. other class assignments (visitations, films, etc.)
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VII.

II.

III.

IV.

VI.

VII.

Postassenament:

Pre-service Teacher Criterion Level Check Out Sheet
Pupil Knowledgce Post Test
Analyzation of audio-tapes to measure pupil process

Title - Teaching & Interactive Skills: Establishing Readiness
Behavioral Objectives:

Given a group of at least 5 students (peers or public school
pupils), in three different simulated or real classroom micro-
teaching situations, the preservice teacher will prepare three
different lessons that will demonstrate, in each teaching situation,
a different way of estahlishing readiness. This readiness must
be established within the first 5 minutes of the lesson and will
motivate 3 of the 5 students as evidenced by their attention to
the group. (verbal and/or nonverbal participation, etc.)

Purpose:

In order for the teacher to state the lesson objective and
motivate the pupils, there must be included at an early stage of
a lesson presentation a short introduction which sets the stage
for the total lesson.

Preassessment:
Same as behavioral objective.
Learning alternatives:

1. View videotape segments - Clip I and Clip II of Teaching and
Interactive Skills: on file in department videotape library.

2. Attend scheduled seminar conducted by faculty.

3. Schedule visit to public school classroom to observe and
identify ways used by teachers to establish readiness.

4. Schedule practice sessions - alone with media available (audio/
videotape, etc.), with small group of peers or school aged
children.

5. Read selected available material on file in Departmental
Curriculum Library.

6. Free Choice.

7. Read, Allen, D. W,, Creating Student Involvement, pp. 5-13.

Postassessment - See competency instrument:.
Resources:

1. Videotapes - Clip I and IT of Teaching and Interactive Skills.
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II.

III.

Iv.

2. Allen, Dwight W., A New Design for Teacher Education.
Journal of Teacher Education 17:296-300 1966.

3. See master reading list posted in Departmental Curriculum
Library for current related readings.

4. Allen, Dwight W., Teaching Skills: Creating Student Involve-
ment, pp. 5~13.

Title: Teaching and Interactive Skills: Presentation
Behavioral Objective:

The preservice teacher, in a simulated or actual classroom
situation with a group of at least five peers or public school
pupils, will make a ten minute presentation on a selected topic.
The presentation will provide information to the students and
will be rated according to the attached form by a group of three
peers and one faculty member. During the presentation the teacher
will elicit at least one response from each of four pupils.

The presentation must be conversational, contemporary, concrete
and involve creativity.

Purpose:

Teacher talk in presenting material should facilitate the
learning of students. The presentation is one effective method
of teacher talk in a classroom to convey information, review or
reinforce previous work, synthesize different sources, inform
students of expectations, change the pace of a classroom or
convey enthusiasm.

Preassessment:

The preservice teacher, in a simulated or actual classroom
situation with a group of at least five peers or public school
pupils, will present a ten minute presentation on a selected
topic. The presentation will present information to the students
and will be rated according to the Presentation Rating Scale
by a group of three peers and one faculty member. Each rating
scale must have at least ten "yes" responses scored.

Learning Alternatives:

1. View videotape "Teaching & Interactive Skills" - clip II on
file in Departmental Videotape library.

2. Attend scheduled seminar on Presentation.

3. Schedule visit to classroom (either University or high school
class) and observe a teacher giving a presentation and relate
to the rating scale.

4. Schedule practice presentations with a small group of peers.
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5. Read selected available material on presentation on file in
Departmental Curriculum.

6. Free choice.

7. Read, Allen D. W., Presentation Skills, pp. 25-29.

8. Analyze a presentation on videotape, relate to rating scale.

VI. Postassessment - See competency instrument
VII. Resources:

1. Videotape '"Teaching & Interactive Skills" - clip II.

2. Faculty and staff.

3. 5ee master reading list posted in Departmental Curriculum
Library for current. selected readings.

4. Allen, D. W., Teaching Skills: Presentation Skills (manual),
PP. 25-29.

PRESENTATION RATING SCALE

Student's Name:
Critiqued by: Date:

Yes| No| Don't Kno

I. Presentation Skills

1. Was topic introduced clearly & without
ambiguity?

2. Did presentation fit age level of
students?

3. Did topic elicit the response from
the pupils?

4. Was "teacher's" voice clear?
5. Did teacher mispronounce words?
What words?

6. Was interest of students held during
presentation as revealed by non-
verbal behavior?

7. Did the presentation establish
readiness for topic?

8. Was there a variety of materials,
(i.e., posters, chalkboard, overlays,
displays, models or mock-ups,
"oraphies," etc.) used in presentation

9. Was there a summarization at the end
of presentation?

10. Did the teacher exhibit any peculiar
mannerisms during presentation? If
so, what were they?

11. Was the tone conversational?

12. Was the topic contemporary?

13. Was the presentation concrete?
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II.

I1I.

Iv.

VI.

VII.

Title: Teaching and Interactive Skills: Reinforcement
Behavioral Objective:

In a simulated or actual classroom situation, the preservice
teacher will utilize during a ten minute presentation at least
five positive verbal reinforcement techniques and at least five
positive non~verbal techniques.

Purpose:

Research has shown that teachers who reinforce students for
contributing to class discussions draw more participation from
their students. Classroom participation in turn usually in-
creases student learning. A competent teacher should be able
to utilize various positive reinforcement techniques (both verbal
and non-verbal) in their teaching.

Preassessment
Same as behavioral objective.
Learning Alternatives:

1. View videotape Teaching & Interactive Skills, Clip I and
Clip IV on file in Departmental Videotape Library.

2. Attend scheduled seminar on Reinforcement.

3. Schedule visit to public school classroom to observe and
identify positive verbal and nonverbal reinforcement tech-
niques used by classroom teachers.

4. Schedule practice sessions on reinforcement techniques - alone
working with audio or videotape: with small group of peers
or school aged children.

5. Read selected available material on file in Departmental
Curriculum Library.

6. TFree Cholce

7. Read, Allen, D. W., Increasing Student Participation,
pp. 5-11.

Postassessment ~ see cumpetency instrument.
Resources

1. Videotape "Teaching and Interactive Skills' Clip I and
Clip IV.

2. Faculty and staff.

3. See master reading list posted in Departmental Curriculum
Library for current related readings.

4, Allen, Dwight W., Reinforcement: Increasing Student Partici-
pation (Teacher's Manual) pp. 5-11.
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I. Title Teaching and Interactive Skills: Repetition
II. Behavioral Objective:

During a ten minute simulated or classroom lesson presenta-
ticn to a group of at least five students the preservice teacher
will elicit responses from the pupils that repeat important
content points at least three times. Criterion level spccifics
that each pupil give at least two responses and that the teacher
records these responses on the chalkboard.

III. Purpose:

Students will retain material if they are exposed to it
several times through the principle of "Overlearning." Thus
a teacher, by using repetition can provide for this overlearning
by students as well as focusing or highlighting important
contents points by this means.

IV. Preassessment:
Same as Behavioral Objective.
V. Learning Alternatives:

1. View videotape "Teaching & Interactive Skills" Clip II.

2. Attend scheduled seminar on Repetition.

3. Schedule practice session on using repetition during lesson
presentation with small group of peers.

4. Read selected available material on file in Departmental

Curriculum Library.
. TFree Choice.
. Read Allen, D. W., Presentation Skills, pp. 52-57.

o\

V. Postassessment - See competency instrument.

VII. Resources:

Videotape "Teaching & Interactive Skills" - Clip II.
Faculty and Staff.

See master reading list posted in Departmentzal Curriculum
Library for current available related reading.

4. Allen, D. W., Teaching Skills: Presentation Skills (manual)
PP. 52-57.

W N -

I. Title: 1Interactive Skills: Acceptance of Ideas and Feelings
of Pupils

II. Behavioral Objective:

Given a group of five pupils in a real or simulated classroom
who express negative or positive ideas, or feelings, the
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I1I.

V1.

VII.

preservice teacher will accept the ideas and feelings and proceed
to utilize the ideas of the pupils as a part of the lesson. If
the pup‘ls' feelings are of a negative nature either verbal or
nonverbal, the teacher will accept the feeling and begin to move
the fecelirgs from negative to positive. The pupil that expresses
the negative feelings must be drawn into participation by the

use of questioning skills and make three positive responses after
the teacher has accepted the negative feelings. The three
positive responses must be reinforced.

Purpose:

Pupils frequently express positive and negative ideas and
feelings. Effective teachers must be able to accept the ideas
and fee.ings and move the pupil into participation through the
skillful vse of questioning techniques. 1In order to gradually
increase s%udent participation, it is important that positive
responses of the pupils be reinforced.

Preassessment
Same as Behavioral Objective
Learning Alternatives

1. Select materials on behavior modification in ke curriculum
library.

2. View Film Clips 1 and 111, Teaching and Interactive Skills.

3. Make a short videotape using your peers as simulated students
making negative statements. Practice accepting the statements
and moving Lhe statements from negative to positive without
correcting the pupil.

4., Ask for a faculty seminar on behavior modification.

5. Free Choice.

Postassessment: See competency instrument.

Resources:

1. Videctapes Clips 1 and I1I, Teaching and Interactive Skills.
2. See master reading list posted in Departmental Curriculum

Library for current related readings.
3. Faculty and staff.

Title: Teaching and Interactive Skills: Divergent Questions
Behavioral Objective:
Given a group of at least five students (peers or public

school pupils) in a simulated or real classrocm microteaching
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situation, the preservice teacher will ask three divergent ques-
tions in a ten minute teaching session about a given topic.

This skill will be demonstrated by three of the five students
being able to (1) respond to the question "If you were in such
and such a situation, how would you . . .? (2) respond creatively
to a specific question, and (3) elicit at least 2 responses from
cach of tl.wrec pupils. The teacher should avoid the asking of
convergent questions after a given divergent response has been
supplied by a pupil.

T1IT. Purpose:

In order to develop every student's ability to its fullest
level, the teacher must stimulate creative thinkirg. Divergent
questions will help develop openness and original, creative
thinking.

IV. Preassessmant:
Same as Behavioral Objective.
V. Learning Alternatives:

1. View videotape "Tecaching & Interactive Skills," Clip I and
Clip 1V, on file in Departmental Videotape Library.

2. Attend scheduled seminar on Divergent Questiorns.

3. Schedule visit to public school classroom to observe and
identify divergent questfoning skills used by classroom
teachers.

4. Schedvle practice session on using divergent questions
(alone with media available--audio or videotape; with smaii
group of peers or school aged children).

5. Read sclected available material on file ir Departmental
Curriculum Library.

6. Free Choice.

7. Read, Allen, D. W., Questioning Skills, pp. Z-11; 19-23;
38-43; 58-59,

VI. Postassessment - See competency instrument.
VII. Resources:

1. Videctape "Teaching and Interactive Skills,'" Clip I and
Clip 1IV.

2. Faculty and staff.

3. See master reading list posted in Departmental Curriculum
Library for current related readings.

4, Allen, Dwight W., Teaching Skills: Questioning, pp. 5-11;
19-23; 38-43; 58-59.
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Title: Teaching and Interactive Skills: Probing Questions
Behavioral Objective:

Gisen a group of at least five students (peers or public
school pupils) in a simulated or real classroom microteaching
setting, LYe preservice teacher will demonstrate skill of asking
probing cuestions that go beyond the superficial "first sncwer’
of students. The preservice teacher will phrase questions that
probe at least three of the following five areae: (1) asking for
more information, (2) bringing other students into a discussion
in response to the first answer given, (3) requiring a student to
justify his/her response, (4) refocusing attention on a related
issue, and (5) prompting students or giving hints to elicit
responses. An analysis of the teaching situation at 15 second
intervals should indicate more pupil response thaa teacher response.

Purpose:

One of the skills of an effective teacher is the ability to
lecad students to deeper thoughts. The teacher should be able to
ask stimulating and/or thought provoking questioas which steer
pupils away from superficial or simple answers. When students
are challenged by this type of question, they alro learn to dec
reflective thinking.

Preassessment:
Same as Behavioral Objective
Learning Aiternatives:

1. View videotape "Teaching & Interactive Skilis," Clip 1 and
Clip 1V.

2. Attend scheduled seminar on Probing Questions.

3. Schedule small group session with peers to practice asking
probing questions.

4. Read selected available material on file in Jepartmental
Curriculum Library.

5. Free Choice.

6. Read, Allen, D. W., Questioning Skills, Probing (manual),
PP. 5-11; 19-25; 38-43; 58-59.

Postassessment -~ See competency instrument.
Resources:

1. Videotape '"Teaching and Interactive Skills," Clip I and
Clip 1Iv,.

2. Alle¢n, D. W., Technical Skills: Questioning? Probing
(manual), pp. 5-11; 19-25; 38-43; 58-59.

3. Faculty and staff.

4. See -naster reading list posted in Departmental Curriculum
Library for current related reading.
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Title: Teaching and Iutezaciive Skills: Higher Order Questions
Behavioral Objective:

Given a group of at least five students (peers or public
school pupils), in a simulated or real classroom microteaching
situation, the preservice teacher will ask at least three higher
order questions during a ten minute lesson segmernt. This skill
will be evidenced by pupils (1) draw conclusions, (2) make
applications, (3) analyzing, or (4) evaluating. The analyzation
will show at least twice as much pupil talk as teecher talk on a
fifteen second interval time line.

Purpose:

The development of human potential in cognitive thought has
become a major aim in education in the late twentieth century.
To aid students in developing thinking skills on the cognitive
levels above the mere recalling of facts, effective teaching
might utilize competency in questioning to lead students to
higher levels of thought. Concomitant with the teacher's posing
higher level questions should be the student's growing awareness
of the level of his responses. It may well be that if the learner
becomes aware of the objectives at this point, he will more
actively become a participant in the process of developing himself
in thinking in higher levels.

Preassessment:
Same as behavioral objective.
Learning Alternatives:

1. View videotape segments - Clip I and Clip 1V, "Teaching and
Interactive Skills." These clips are on file in the
departmental tape library.

2. Attenc scheduled seminars conducted by faculty.

3. Arrange a group session in which higher order questioning
is studied and demonstrated.

4., Schedule visit to public school classroom to observe and
identify higher order questions as used by classroom teachers.

5. Schedule practice sessions (along, with small group of peers,
or with group of school age children).

6. Read selected available material on file in Curriculum Library.

7. Read, Allen D. W., Technical Skills: Questioning, pp. 5-11.

8. Free Choice.

Postassessment -~ See competency instrument.
Resources:

1. Vvideotape Clip I and Clip IV of Teaching and Interactive
Skills.
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2. Allen, D. W., "A New Design for Teacher Education," Journal
of Teacher Education, 17:296-300, 1966.

3. See master reading list posted in Curriculum Library for
current related readings.

4. Allen, D. W., Technical Skills: Questioning.

I. Title: Teaching and Inactive Skills: Variety in Presentation
II. Behavioral Objective:

Given a group of at least five students (peers or public
school pupils), in three separate 10 minute micrcteaching lessons
utilizing simulated or real classroom situations, the preservice
teacher will use at least six different behavioral patterns in
presenting material to the group. These may be used in any
number or combination for each session. They should include
gestures, focusing, interactive styles, pauses, shifting sensory
channels, and movements. They will involve posters, pictures,
overlays, graphics, displays, etc. The presentation should be
conversaticnal, contemporary, concrete and creative.

11I. Purpose:

To build an awareness of the variety of attention-producing
behaviors that can be incorporated into teaching situationms.
Six simple behaviors or behavioral patterns will be studied and
practiced. Each student may devise additional stimulus varying
behaviors suited to their particular teaching style and subject.

IV. Preassessment:
Same as behavioral objective.
V. Learning Alternatives:

1. View videotape segments = Clip I and Clip II, Teaching and
Interactive Skills. These clips are on file in the depart-
mental tape library.

2. Atcend scheduled seminars conducted by the faculty.

3. Read selected materials on file in the Depar:mental Curriculum
Librevy.

4. Schedule visit to public school classroom to observe and
identify varying styles of presentations by classroom
teachers.

5. Practice alone on behavioral patterns to be used.

6. Work with peers in small groups, each member practicing
various behavioral patterns.

7. Free Choice.

8. Read, Allen, D. W., Creating Student Involvement, pp. 22-27.
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VI. Postassessment - See competency instrument.

VII. Resources:

1. Videotapes, Clip I and Clip II of Teaching and Interactive
Skills.

2. Allen, D. W., Teaching Skills: Creating Student Involvement,
pp. 22-27.

3. See master reading list posted in Curriculum Library for
current related readings.

I. Title: Teaching and Interactive Skills: Awareness Skills
II. Behavioral Objective:

Given a group of at least five students (peer or public
school pupils), in a simulated or real classroom situation, the
preservice teacher will present a ten lesson segment. During
this segment he will recognize all students who are showing
little or no attention and bring them to active participation by
utilizing positive corrective measures. Positive measures are
defined as varying stimuli speaking directly, through eye contact,
involving students, using students interests. The preservice
teacher will identify and alleviate distractive elements in the
analysis in the preassessment.

I11. Purpose:

Awareness of student behavior and distractive elements of a
classroom is a skill designed to alert the teacher to what is going
on in his classroom by training him to observe the cues his
students preseat. By observing facial expressions, body postures
and movements, etc., the teacher can tell a great deal about his
students' dinterest level and attention span. From these cues
the teacher can make judgments about whether to continue the
activity, change it, or use a different mode of instruction.
Developing awareness of pupil behavior is a prerequicite for almost
any kind of classroom decision.

IV. Preassessment:

1. Same as behavioral objective.

2. The preservice teacher will view the videotape of his pre-
sentation with a faculty member. During this session he will
identify orally all pupils who were showing little or no
attention and point out the corrective measures. He will
identify all distractive elements and explain his alleviating
actions,
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VII.

II.

III.

IV.

Learning Alternatives:

1. View Videotape Clip II, Teaching and Interactive Skills.

2. Attend scheduled seminars conducted by faculty.

3. Schelule visit to public school classroom to practice aware-
ness £kills. Confer with classroom teacher.

Practice during informal, small group conversations.

Read selected materials on file in Curriculum Library.

Free Choice.

Read Allen D. W., "Recognizing Attending Behavior," Increas-
ing Student Pa:rticipation, pp. 27-32.

~N oy

Postassessment ~ See competency instrument.
Resources:

1. Videotape Clip II, Teaching and Interactive Skills.

2. See marter reading list posted in Curriculum Library.

3. Allen, D. W., "Recognizing Attending Behavior," Increasing
Student Participation: Teacher's Manual, pp. 27-32.

Title: Teaching and Interactive Skills: Prompting
Behavioral Objective:

Given a group of at least five students (peers or public
school pup’ls), in a simulated or real classroom situation, the
preservice teacher will use at least three different prompting
or "cueing" skills during a ten minute lesson segment. The
effectiveness of the prompt or '"cue" will be evidenced by at
least three appropriate responses by the pupils. Appropriate
response is defined as a response by the pupil which 1is intrin-
sically reinforcing.

Purpose:

Fromuting is designed to give the teacher mure control over
the success a student has in making a comment. The teacher's
use of prompts or "cues'" can greatly increase the student's
chances of making a worthwhile contribution to the class and
therefore increase the probability that the student will take
the initiative to contribute to a discussion.

Preassessment:
Same as behavioral objective.

Learning Alternatives:

i. View videotape Clip IV, and Teaching and Interactive Skills.
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VII.

II.

III.

Iv.

Attend scheduled seminars conducted by faculty.

Practice during informal, small group conversations.

Read selected materials on file in Curriculum Library.
Free Thoice.

Read Allen, D. W., "Cueing," Increasing Student Participa-
tion, pp. 50-55.

UM wN
.

Post-Assessment: See competency instrument.
Resources:

1. Videotape Clip IV, Teaching and Interactive Skills.

2. See master reading list posted in Curriculum Library.

3. Allen D. W., "Cueing," Increasing Student Participation:
Teacher's Manual, pp. 50-55.

Title: Teaching and Interactive Skiils: Use of Examples
Behavioral Objective:

Given a group of at least five students (peers or public
school pupils), in a simulated or real classroom nicroteaching
situation, the preservice teacher will use at least three examples
to illustrate, clarify, or substantiate a single idea during a
ten minute lesson segment. The sequence must start with a simple
or concrete example, the preservice teacher will relate the example
to the principle or idea being taught, and ask the student to
give other examples that illustrate the point.

Purpose:

The use of example is basic to good, sound,cffective teaching.
Good examples enable students to grasp concepts. The two basic
approaches to examples are deductive and inductive. Therefore,
the use of examples both clarifies the concept at hand and provide
bases for higher order examination or exploration.

Preassessment:
Same as behavioral objective.
Learning Alternatives:

1. View videotape Clip I1I, Teaching and Interactive Skills.

2. Attend scheduled seminars conducted by faculty.

3. Observe use of examples and analogies in T.V. presentations,
periodicals, newspapers, etc.

Schedule practice sessions with peers.

Read selected materials on file in the Curriculum Library.
Free Choice.

Read, Allen, D. W., Presentation Skills, pp. 38-41.

Ny
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II.

III.

IV.

Postassessment ~ See competency instrument.
Resources:
L. Videotape Clip II, Teaching and Interactive Skills.

2. See master reading list posted in Curriculum Library.
3. Allen, D. W., Teaching Skills: Presentation Skills, pp. 38-41.

Title: Teaching and Interactive Skills: Summarization
Behavioral Objective:

Given a group of five students (peers or public school pupils)
the preservice teacher in each of three simulated or actual class-
room situations will elicit responses from the pupils to summarize
the mair points of the presentation. This summarization will occur
in the last two minutes of a lesson. The teacher will use ques~
tioning skills to elicit summarization. This summarization will
include two of the following: review of presented content, ques~
tions to serve as continuation points for the next presentation,
review questions on presented content, making a pupil assignment.
The analyzation of the interaction should show mcre pupil partici-
pation than teacher talk orn 15 second tallies of the last two
minute session.

Purpose:

Summarization pulls together the main points of a presentat-
tion and links new information with known information for the
student. 1t is usually the conclusion of a teacher made presenta-
tion which allows a student to begin to assimilate its content.

Preassessment:
Same as behavioral objective.
Learning Alternatives:

1. View videotape Teaching and Interactive Skills, Clip I and
Clip JI on file in Departmental Videotape Library.

2. Attend scheduled seminar on "Summarization.'

3. Schedule visit to classroom (either University or public
school) to observe and identify ways teachers utilize
summarization skills.

4. Schedule sessions to practice summarizing jesson presentation
to small group of peers.

5. Read selected available material on file in Departmental
Curriculum Library.

6. Free Choice.

7. Reaad, Allen, D. W., Creating Student Involvement, pp. 40-45.
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VI. Postassessment - See competency instrument.
VII. Resources:

1. Videotape Teaching and Interactive Skills, Clip I and II.

2. See master reading list posted in Departmental Curriculum
Library for current related readings.

3. Faculty and staff.

4., Allen L. W., Teaching Skills: Creating Student Involvement:
Closure (Manual), pp. 40-45.

I, Title: Teaching and Interactive Skills: Silence
1I. Behavioral Objective:

In a simulated or actual classroom setting with five pupils,
the preservice teacher, will, in a ten minute lesson, utilize at
least two pauses (or silent times) in the presentation. The
pauses will feature non~verbal behavior on the part of the
teacher and will elicit responses by the pupils during the pauses.
The analysis of the interaction during the pauses should show only
reinforcements by the teacher. A pause is defined as a statement
by the teacher that is followed by "wait-time," that is followed
by a series of student responses. Short verbal reinforcement is
not counted as disturbing to the pause.

III. Purpose:

Silence and nonverbal cues allow the teacher to direct class-
activities without doing excessive talking. They are both powerful
means of teacher~pupil interaction.

IV. Preassessment:
Same as behavioral objective.
V. Learning Alternatives:

1. View videotape Teaching and Interactive Skills, Clip III on
file in Departmental Videotape Library.

2. Attend scheduled seminar on "Use of Silence."

3. Schedule practice sessions with small group of peers or
school age children to review lesson presentation.

4. Read selected available material on file in Departmental
Curriculum Library.

5. Free Choice.

6. Read, Allen, D. W., Increasing Student Participation, pp. 34-41.

VI. Postassessment - See competency instrument.
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Resources:

1. Videotape Teaching and Interactive Skills, Clip III.

2. Faculty and staff.

3. See master reading list posted in Departmental Curriculum
Libravy for current related readings.

4, Allen, D. W., "Silence and Nonverbal Cues," in Increasing

Student Participation: Teacher's Manual, pp. 34-41.
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APPEND1X G

FORM FOR THE ANALYSIS OF AUDIO-TAPES

Criterion Level for Each Competency
(3 Lesson Segments of 10 Minutes Each)

. Did the Student Information
Reach Criterion for Normative

Level? Analysis

Yes No How Many

1. Establishing Readiness
(3 of 5 pupils motivated)

2. Presentation
(See score sheet in modules)

3. Reinforcemert
(10 verbal)

4. Repetition
(10 pupil responses)

5. Questioning Skills
(Divergent, Probing, Higher
Order--9 Questions--2
responses from each of 3
pupils)

6. Variety in Fresentation
(Use of at least three
different media)

7. . Prompting
(3 pupil responses)

8. Use of examples
(3) _— —

9. Summarizat-.on

Q. 322




Analysis of Teacher Talk and Pupil Talk

Categories

1. Teacher Talk
Code
(1) Teacher Initiated Talk
(2) Teacher Response

2. Pupil Talk
Code v
(1) Pupil Initiated Talk
(2) Pupil Response

3. Silence (Code vV )

5 second intervals

Initiated

-

Teacher

Teacher /o
!
1
!
Response 5

Pupil Y/ / ! :
Initiated ; !

Pupil Y v '
Response

Silence '
i : o d i

S _..‘_AL_..._.., ———

—

10 minute microteaching seséion
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